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PREFACE

This book represents an artificial pause in the process
of curriculum creation and application. The purpose of
this pause is to take time to identify some of the key
decisions which have determined our last eight years of pre-
school curriculum development so that those who might care
to join us in the further development of effective pre-
school curricula may do so. It is an artificial pause
because in order to be effective, a curriculum must be under-
~going major revision at all times reflecting the impact
that teachers impart to it who are learning to use the
curriculum and reflecting the '"bending'" that occurs as the
curriculum is adjusted to the special needs and successes
of individual children or groups of children experiencing
it. It is also artificial, of course, to say that this is
the Cognitively Oriented curriculum because it is actually
only one expression of that curriculum created by one group
of staff dynamically involved with children -- and impor-
tantly, giving of themselves. Yet it is hoped that it will
represent a point of departure for those who will find its
limits too restricting as well as those who wish to intro-
duce tighter programming. :

One of the most important decisions for designing the
Cognitively Oriented curriculum was that it reflects a
structured theoretical position. The primary value of de-
signing curriculum operation around specific theoretical
considerations is the discipline it demands of the staff.
Supervisors of classrooms cannot say, in effect, "I don't
like that. Do this.'" They must say, "Let's look at the theory
and see what the basic ideas are that have to be employed."
Theory gives all of the group direct acczss to the guide
lines as the source of information open to all, Upon review
of the literature, few appropriate, well developed, and
systematic child development theories were found. One of
the most elaborated, if esoteric, was the child development
theory of Piaget. The principles of this theory were adopted
as the basis of the Cognitively Oriented curriculum, and
upon reading this book, the use of Piagetian theory and ter-
minology will be obvious. However, the adaption of the
theory to classroom practice is entirely the work of this
project staff and is certainly not the only way in which
these same theories could be adapted. Then too, the work
of other theorists have been utilized to varying degrees
in selecting program elements. Sarah Smilansky was instru-
mental in bringing our attention to the power of socio-
dramatic play and planning as teaching devices and procedures.
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The psycho-linguists such as Chomsky, McNeill, and Cazden
have indirectly helped to shape our procedures of language
instruction and interaction. On the whole, however, the

curriculum can be seen as based upon the theoretical work -
and experiments of Piaget.

It is important to note, however, that no matter how
sophisticated a theory may be, in a practical classroom
program it is but a tool. It should be employed only as
long as it seems to do the job, and it may be altered to
meet differing situations when it seems advisable. This
approach to theory leads into trouble very easily as it
permits a flexibility which may circumvent the theory. For
example, Piagetian child development theory does not use
some of the terms of processes employed in this guide. 1In
addition, the guide alters some of the terms such as '"opera-
tions" to mesh with the recommended curriculum teaching
patterns which have worked well. Yet, the basic thrust
of the theory is present. Therefore, while there is a grow-
ing congregation of "high church" Piagetians in preschool
education, I would classify this curriculum as the product
of "store front'" Piagetian theory utilization.
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A second decision made in designing the curriculum
was that children 'must be active participants in learning
and must have the opportunity to test both incorrect and
correct answers through a multiplicity of experiences
within a highly varied environment. As Piaget recently said,
"You cannot teach concepts verbally; you must use a method
founded on activity." This decision means that teaching pro-
cedures cannot be based on the standard practice of direct verbal
instruction with few opportunities for actual motoric experience
through interaction with objects. For example, in a recent class*
room visit to an ancient ghetto school, a large group of
kindergarten children were seated clustered about the knees
of their teachers. (The full time paraprofessional in the
classroom was cleaning tables in the back of the classroom.)
Each child held a picture of a dog, Zip, a character in a
weekly science paper '"designed" for young children. The
teacher talked about the picture in which Zip was getting a
bath. After five minutes of general discussion, she asked
if any of the children had dogs at home. About five raised
their hands. Then one boy wanted to talk about something
else, which the teacher permitted for a few minutes. When
she returned to the picture she asked again who had a dog
at home. This time five different children raised their
hands. As we left, the teacher commented that she had five
more minutes allotted to Zip and his bath. This traditional
style of classroom discussion with its high level of synm-
bolic material and lack of object relevance to the children
is viewed as inappropriate. There is nothing wrong in
having a discussion about a dog being given a bath if it's
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part of some goal and the children have had the necessary
experience with dogs beforehand. But there's not much
point in talking about Zip just because the science paper
arrived containing that particular picture. The object of
classroom teaching is not the passage of time but nurturing
the development of each individual.

The third decision that helped to shape this curriculum
method was the recognition that teachers are essentially
creative and dedicated. Much of the current educational
curriculum development effort is directed at the preparation
of training packages with "teacher proof" methods through
totally pre-packaged scripts for each teacher to apply.

The impact of these methods cannot be over emphasized because
both parent groups and teachers are actively seeking out and
accepting these '""teacher proof" methods for classroom imple-
mentation. The parents are interested in the acceleration

of their youngsers' learning of basic skills and in controlling
the teacher performance, and the teachers find the methods
useful, relatively simple to apply, and requiring little out-
of-school preparation. Yet as Adlous Huxley said, "In the
nature of things, machinery that is foolproof is also inspira-
tion-proof, spontaneity-proof, and virtuosity-proof.”" It is
the view represented in the Cognitively Oriented curriculum
that teachers must actively participate in the construction
of the specific expression of the curriculum for her own
classroom and group of children. It is through the struggle
that the curriculum implementation requires that a superior
program is hammered out. Indeed, the curriculum in a large
measure is for the teacher and not the child, and successful
preschool programming is the result of a creative response

to the demands of the theory on the one hand and the needs

of the children on the other.

Once any successful program has been created, the cri-
tical problem is to maintain the effectiveness of the pro-
gram over time. Most educators have had the experience of
going to a location where some highly successful work had
been accomplished and finding that once the project was over.:
everything returned to the old ways of operating. For
example, in one school system a highly structured program
(teacher-proof style) operated for three years. One month
after the withdrawal of outside supervision there wasn't a
trace of the former project inspite of considerable evidence
of program effectiveness. In another system, several teachers
adopted a ''mew method" (ITA) for teaching reading and the
results were said to be '"spectacular.'" Four years later, a
new teaching staff was complaining that the "new method"



didn't work and the children weren't reading as well as
they should. Examination of the actual data from the four
years verified the fact that there were no differences
among those taught by the ''new method" and those taught

by the old.

In the Cognitively Oriented curriculum the problem
is approached through the establishment of a maintenance
system called a staff model. Basically, the assumption is
that as important as a good curriculum is, the framework
within which the curriculum functions must be carefully
established and supported for an extended period of time.
Passing out materials such as giving teachers this guide,
showing some training films, discussing preschool curricula
during a week long training workshop, etc., will not permit
the development of effective programs. An adequate staff
model is essential, and it is discussed in:zchapter of
this guide.

There are, of course, a number of other points that
might be raised as basic to the Cognitively Oriented
curriculum. One obvious one is the complete lack of atten-
tion explicitly paid to the affective development of the
child. This neglect does not mean that the curriculum
is unconcerned with the emotional and social needs of the
children who participate. It does, however, reflect the
general reaction by most observers to well run Cognitively
Oriented curriculum classrooms that these needs are being
met as the program progresses through the style of class-
rooms operation that the curriculum creates. Certainly
the follow up data on children from the preschool using the
Cognitively Oriented curriculum indicate better adjustment
than children who did not have the preschool experience.
Those readers interested in this issue will wish to read
the second volume of this report where the longitudinal
research data on children who have experienced this curri-
culum is presented. The volume is Longitudinal Results
of the Ypsilanti Perry Preschool Project.

The Ypsilanti Perry Preschool Project was the work of
many people over the years. During the course of the five
years of operation various staff participated from one to
five years. Of special importance was the work of the
teachers who implemented the project with the children and
their families. The teachers rose to difficult and demand-
ing tasks with gratifying dedication. It was because of
them the Perry Project was able to obtain its teaching and
research goals. Mrs. Donna McClelland and Evelyn Moore

were head teachers. Mrs. Linda Rogers, Mrs. Judy Borenzweig,
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Colby Hart, Mrs. Carol Emmers, Mrs. Helga Orbach, Mrs.

Louise¢ Derman, Mrs. Mary Hamilton, and Mrs. Emmalyn Ander-
son were teachers. The project has the benefit of active
resedrch assistants, Mrs. Hanne Sonquist, Mrs. Sarah Lawser,
and Mrs. Lora O'Conner and research associates, Dr. Constance
Kamii, Dr. Norma Radin, and Dr. Ronald Wiegerink all of

whom made many important and original professional contri-
butions to the research. Mr. Gene Beatty, principal of
Perry school, gave needed support when necessary. Through-
out the years of the project, Ypsilanti Public School
superintendents, Dr. Ray Barber, John Salcau, and Dr. Paul
Emerich and Michigan State Department of Education personnel,
Dr. Nicholas Georgiady and Dr. John Porter were instrumental
in facilitation of the work.

The Ypsilanti Perry Preschool Project was undertaken
and completed because of the direct support and permission
of the Ypsilanti Board of Education and the Washtenaw
County Board of Education. Without the long term commitment
of these groups, .the project could not have been completed.

Charles Silverman provided special assistance in the
editing and reworking of some sections in this curriculum
guide.

My thanks is extended to each of these individuals
and groups. -

David P. Weikart
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" CHAPTER ONE
INTRODUCTION TO THE CURRICULUM

.The Ypsilanti Perry Preschool Project was initiated in
the Ypsilanti Public Schools in the fall of 1962 as a long-term
. effort to assist educationally dlsadvantaged Negro children in
developing the concepts and abllities necessary for academic
success in the public schools., Starting with a structured
curriculum, in 1962, the program emphasis was on visual motor
skills, number concepts, and language enrichment actlvities.
An essential aspect of the program was weekly home visits to
reach family to involve the mother in the process of her child's
"education., In the spring of 1964, increased interest in
+ Plagetian theory, advice from language consultants, and assist-
ance from Sara Smilansky regarding pupil planning, dramatic
play, and impluse control activities laid the foundation for the
‘alteration of the program to the current framework, which is
‘called the Cognitively Oriented  Curriculum.

, The theory of Jean Plaget provides the foundation for the
Cognitively Oriented curriculum, Spanning over 40 years of
research, thls evolving theory 1s best viewed as the framework

" . from which the curriculum is adapted., Because Plaget and hils
' colleagues are principally interested in how children think
and how their minds grow and develop, what has emerged from
their clinical research is a theory of mental development
rather than a curriculum for teaching young children;¥*
consequently, the specific items and activities in the Cognitively
" Oriented curriculum are derived by the ' pYeschool teachers and
staff from this theoretical base. The specifics of the curriculum
- ‘are not defined activities which are utilized over and over;
rather they are constantly changing activities which may be
.employed to implement the goals derived from Plagetian theory
and from content areas of Plaget's research. Thus, 1n this
curriculum, the focus 1is always on the process of learning
rather than on facts or subject matter, and within the given
. range of preschool behaviors, particular attention is paid to
the deveopmental levels of individual -chlldren,

-y

- ?While Piaget's theory provides the framework around
& , which the Cognitively Oriented curriculum is organized,
1t should be noted that Piaget's work has been entirely
with "middle~class" children rather than with disadvantaged -
i children or with mentally retarded youngsters., However,
‘ : because his theory deals with the nature of mental growth
' rather than with specific content, it is relevant to all
i children,
Q .
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PTAGHET TS THEORY OF COGHLETILVS DEVELOT RN

Te undersvand Ploget'ls thceory, one must utbilive at least

avi ol a speclallzed voecabulary and integrate this into Plogot?!s
Ponﬂﬂpu on of bhe couvse of intslleztual development, As a
beginning poinb, Piazet divides Intollcctual developmeat into
three perlodssy a senscery-motonr perled, a period of coucrete
operatilong, udd nopoerlod of Towmaal op a&uion tach of theoe
periods derlves 1os name rfvrom Lhe yay ia wilu 1 Chhe child
orsanizes his growing knowledge of | insajf aid Lhe vorld ~rouand
nim,

13y
J.

"D

(&

Since all of these perdiods dnclude Lobth the new stage (the
is beginning Lo organlze through the Pormation of wmental
, or plcturos) and the sbage he has mastored, cach sl
esents a range of behavicrs, A stage thoory ux develo
ceriain bullt-in implicatlions, One is that bhere is a
guconee to development wneroidn the steps follow an crder which
es not vary., However, in the c¢lessroom, o child may Pluctoase
from one lovel of vepvnscntafjon to another, as he is 2ssilmilablog
and accomodating new experviences to form new concepts, Mo
exampl;g the childJ having ﬁ&pnfi~n ed the concept of iln-oub
motorically on the izdcx level of represcitation, is uow prcady
to employ the concept more absitractly on the symool level of
repraesanbation Thlough the use of clay models, Ho*ovnr, Lhe
child may go back to oparating on the lodex level ror s »ylef
period of Timo as 110 to make cortaia bhe is performling ascuraioly
on tha gsymbol level,
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A second dwmplication of The stage thoory developinent is Lh.ue
while %he aLliog‘ stages 1n the s enca are the prerequisites
» later stases, they ave never catirely dilsplac ed by them,
2 followlng chart glves the 'ﬂv¢33pm&ntal t“”@b of thesce
levels of representation colovged in the Cogn: rely Oriented
curelculum,

In Plaget’s outline of development, fthe . Pris chool ~age
groun ilnvolved 1n the Coganltlively Orlenbed curricn inm o bhree
Jearmojd” and LOHP“J“WWw01du-" ffalls at o kind of "lnwb Cween®
level of intellectual develcpment., With the c¢losce of the
sansory-wof,or pwniod at azpr'hwmately two years of age, the
eihlld 1s capable of wvopveescablay thiugs fo hingelf; that 1s, he
nges syubols, bhubt In a very iudbumontary {forn, .xom thesce
haep inninqh, the childis thinking goodually moves toward higher
1“volm of repreosentation, The und poilut in Ghis perlod of
develonment Lls thinkdng 0h,w1coor;;od by concrabe opora blOﬂSo

A

oho £ E
Trinkine of thils J‘cwqj__)!.; BLALL Sloas bo diccet axnerionee, bl
1w oalso nhas a logleal ”UMunhvﬂhq Thue )nhfswzod whleh procedos
th2 atlainment of concirebs opoaeational \uh;t‘"}{_; )5 tho sore
o Jous dn-beutcen lavel oy vhich presc h ol chiidran ovuﬂau
aind Bhougll b thils level Plogec rwens "prooperatlonad’
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Preoperational thougﬁhis not yet tiruly lezical thousiht
because the child dis still guided, in large pnﬂ*, by Mhow
things look." Nevertheless, some important changes have Loaken
place in the way the chlld can deal with his ¢Unironment, In

the sensory-molor perlod, the c¢hild acquired and uvzed the

"fwcf“" (COﬁnleON ) he oonstructed from his Vaijomm nt purely
through actiony In Plaget's words, his cognitions were "acilone
ovgandzed.”" TPreoporational cognitlons, on the OuﬂPﬂ nand, ore

vhat Pilegel calls ”a0n¥onnbonuomolaulvo'” Intelloctunl functions
5

uhich had been entirely ohar.cr@ri od by overt acts nave now
become internallzed In some form, so that the child now has
some form of amenbal represa nuntjona avallable to him, For

Plaget, it is this abilily to mentally ; repregent which mavks
the cmergence of real thought

The Cogniiivp1y Oriented cuvrliculum is concerned nrimarily
with the development of symheolic functicning durlng the sub-
parliod of pzx copevational thought, It is based on the assumpelon
that intellectual growth is the result of the child’s ablliby

Lo create meaningful representations of himself and his
environment and to relate these representacions to each other,
This abllity te make things or sounds stand for an ohject or

an event and to relate these objects and events to each other

1s a critical aspect of cognitive developmenb, The veprege
entatlons may be concepts, thoughts, images, or symbols, and
They may refer to obje ots, problems, or situations. What 1s
dmportont is that Lhese representotions and relationships,
hovever rudimentary, JLQ alwnyu organlzed iato some frameyork

whedba i

tnrough widen the cbilld views the world, This framavork constiiul

Llie Chlld’s way, o6 a gilven time, of Jookiug ot and knowing
about, himself and his enviroument.,

Saylng that cogniftion Is charactorized by o”puuizggigp,
regardlaess of the stago ol development, implies uhal cognitive
development is nob sinply a guantitabive process of adding on
new elements in a choaln; vather there arve qualiltlive differences
between levels, since each level is organized in a distinet,

speclfic way, ({(Rccall Lunt periods are deslgnoted according to
the vay in wihileh thoughtis orvgenirzed,) This 2s a cenbtral
premlse of Piliaget's theory and of the Cognltively Cricnted
suprriculim,

In addi*ion to organizatilon, copnition 1s charvacherized
1 1

by acdantation, This mesns that the chlld boUh QGopis neoming
knodledge G0 his vicw of the worl nnd rdapis hils view of the
woy'd to the new In oz}wd;o Thue, Lhe “ﬂtr'ﬂfula” of Irtelligenc
s alvays nobontlially mo f able, and modiflestlon alwaysg oo ouws
in vho divecuidon of dﬂ complexdvy and apstractnoess.,
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Piaget points out several distinct features in the
thought processes of the preoperational child, the age group
for which the Cognitively Oriented curriculum 1s designed.,
First and foremost, thought 1is largely intultive., This word
1s used by Plaget to mean that cognition is gulded by perception=-
what appears to exist--rather than by rational considerations,
This is most apparent in the child's tendency to "center" one
- particular statlic feature of the envirdnment at a time., The !
child not only focuses on states rather than on transformatlions
or changes he may witness, but he also focuses only on one such
state at a time. While he may "decenter" and focus on a second |
feature, there is no logical connection in his mind between his
two centerings. What he sees at the moment is what is "real"
for him.. Thils process has been explained by likening the young
child's thought to a series of slide pictures-—-each centering
exists as a separate entity, and he is not yet able to stand
back and see the total picture., This "serial" quality means
that the child's thought at this stage is irreversible; in
other words, there is no way, except arbitrarily, to record the
starting point of the series, to keep track of or take into
account changes which occur between "pictures.," Reversible
thought, on the other hand, is capable of undoing itself; that
is, changes in the environment are recorded and used so that
thought can revert to its starting point, Until thls ability
to reverse develops, the child's thought simply proceeds like
a series of slides., There is constant revision, but no recording
of this revision, Since its foundation is constantly shifting,
preoperational thought 1s characterized by instabllity and lack
of organization; hence the fleeting grasp of concepts children
sometimes-"display.

In the preoperational period, the beginnings of reversible
systems, orcvoperations, appear, As these develop, the child
.begins to deal with his environment through mental manipulations
rather than direct, overt actions, the latter having been
internalized as images, or mental pictures, When this kind of
representation appears, it becomes possible for the child to
"deal with objects when they are not physically present or when
they are partly hidden. This means that the child attributes
. permanency to objects; that is, he begins to atfribute a
substantial basis to an object, so that when it 1s completely or
partially removed from -his lmmedlate perception, he knows that .
it still exists. Similarly, the child learns to attribute size
and shape constancy to objects, so that regardless of the angle
or distance from which heiviews an object, the mode in which he
perceives it, or the array in which it 1s displayed, he knows
that it is the same obJect.
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Mental vepresentation has speelfic consequances for
mental grouth, for it makes envivcnuental maalpulation possinle -
on a level other than the physical and at times other than the i
"here and now," Thils means bthat the child ecan nnw conduct what )
Plaget calls ™aental experiments™ on things Ghat he has previously
encountered, lnstead of having physically to manipulate cocnercte ;
objects that are directly btefore him, The coordination of such =

mental monipulations into what Plaget calls "apevations' marks
the perlod of concrete operabtions in intellectual development,
The term "concrete' means that onerations are tisd to events of
divect experience, either of the immediate present or the past,
In other words, they have specirfic referents., (Compare the

latey period of formal operatlons, in vhich hypothetical Instances,
brobabllity, and symbollc manipulation are utillized.,) Operations
broadly defined, arc represcntablonal acts which have been
organized Into a functioning whole and are velated to other

such systems. As such, they can be combined to make ncw ovarablions,
to cancel other operaticns, or to undo other opervations.,

3
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Repriesentation varies in degree of abstractneoss, and some
acts tend to be Internalized and operatblonalized at different
tlmes, This is reflected 1n the fect that the pericd of concrote
operatlons extends, according to Plaget, from roughly oge scven
to age eleven, Similarly, the gradual emcrgence and development
at the preoperstional level of the ability to represent events
and objects mentally does net occur all at once, Plaget has
designated two years and seven years years of age as the
beginning and end polints of precoperational {uvanctloning, In
the formation of meaningful representablons in cver increasing
dagree of abstracbness, Plaget has cutlined three levels of
representation:  lndex level, symbol level, and sign level,
These are owrdered in bterms of thelr degreo of complexlty and
abstractness, and index level baing the most simple and avnarebe
the siga level the most complex and abstract,

9
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At the Index level, the child begins to deal with parts of
sopresentatlve of the whole, and with certaln
cuzs which can be tvaken as ropresencative of the ohjects
"roforence-giving cues™), The cues the child has to deal wlth
are ofton marks or sounds which are causelly velated to the
ebjects and therelore Indicavive or repreosentotive of them, To
infer "duek from duck footprinis or "telephone” from the sound
off a ringling belephone, are szauples of ropresontiog objechs
glven laeus Thon complese physical evidence of thelr exilstence
UL PrO3ONCE, :

N
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At the symbol level, the child is able to deal with
representations of objects that are distinct from the objects,
In other words, the representations are not part of, or causally
related to, the real objects but exlst as separate entitles,
so that the child must construct a link between the real object
and the representation of it. Examples would be plctures, from
the realistic (photographs), to the more abstract (line drawings),
and clay models (including those made by the child). Included
at this level is the use of the body in representing objects
or events (termed "motor encoding"”), such as when a child hops
like a rabbit or pretends to be a fire engine or makes the sound
of a car, and the use of objects to represent other objects
(such as a block to represent a car).

The ultimate level in Plaget's .outline of levels of
representation is the sign level, or representation through
words., Whille the child is able to use q:respond to spoken
words at the earlier levels of TeplesRATiim, written words
are the most abstract means of representation, being a completely
arbitrary configuration of marks in a particular shape and
arrangement. The ability to represent objects and events at
this level, that is, the ability to read and write, 1s not part
of the focus of the Cognitively Oriented curriculum, but in
developing the child's ability to represent on lncreaslngly
abstract planes, the curriculum does provide the prerequlsites
to this ultimate level, For example, when a specific word such
as ‘"duck" "is:verballized-or.written,:the child, having gone
through all of the preceding levels of representation can
mentally construct the concept of "duckness" so that the word
alone evokes vivid and meaningful mental images. :

Piaget draws a distinction between performance on_the
motoric level and verbal performance. Until the child has
language, his manipulations of the environment are entirely
physical. Language is obviously important in constructlng
and extending mental representations, and Plaget emphasizes 1ts
significant role in facilitating the shift to representational
thought. However, Piaget also contends that language 1s neither
a necessary prerequisite nor a necessary consequence of the
child's ability to create representations of himself and the
world and to make "mental experiments," since a certaln level
of mental representation has to be reached in order to accumulate
the fund of "mental pictures" which serve as the initilal
referentsifor the development of language. However, onCehe has
acquired language, the chlld possesses an extremely efficlent
tool for assimilating and manipviating the environment, because
language is such a precise encoder of environmental information.

-7 =



CONTENT AREAS AND GCALS O TILE COGHITIVELY ORIENYED CURRICULULL

The main premlsc underliylng the Copgniltively Oricnted
curriculum is that bhere cannolb he a basic understanding of
self and world without the ability to place the s=21f in viune
and space and to classilfy and order objects and events,
Withln the Plagotlian fromework, thls means thot two Kinds of
capabilities have to be developed by the conlld, Rirst, the
child must begin to make conncetions between obJects, bebtwoen
events, and between obJects and eventssy that 1s, he must

construct relationshlps among the Things In his envircnment and

then expand hils system of relationships into an organizeod way
of dealing with the world, Second, the child musgt begin to

construct mental representations of himself and of his caviron-

ment and to deal with these representatlons in increasingly
complex and abstract ways. The two are conplementary: the
ability bto ccoastruct and make use of relablonships gocs hand -

In hand with the abillty to construct mecanlingful represcontablons,

Plaget's delineation of the levels of represgentaiion is
employed by the Cognliivély Oricnted curriculum to h2lp the

child develop representations, and elcementary btypes of rolation-

ships have been derived from the Plagetlan framework to aid
she child inkonstrueting and organizing a systen of relabtlone

~shins wlth whilech he can deal bobth with the real world and the

represented world, Two kinds of clementary reloatlons have
Leen outlined: loglco-mathematlcal .and spatlo-tempowral, The
former are derived from Plage®'s carliler work cn logle and
number and subsvme classification actlivitiles and screiabion
actlvitles; In preschool; theze arc apprsoached ot the rudl-
mentary level of grouping (classifying ) and ordering
(seriating) objects according to cervalin criteria, Spatlcwe
berniporal rolations are derived from Plaget's carller work on
time and ails uwore recoub work on space., (It 1s lmportant to
vnderstand that, in Lhis context, Plaget is conceruned with Cthe
ronresentablon of space, or the child'scconstiuctlon of space,
rutbhier taen with space as Io 1s dircctly percelived by the
senses, In other words, such concepts as flgure. / ground
and figural avter-effecis are only indirectly relevant,)
Spatlal reascinlng lneludes the child's ability to construct
nmeandngful spatial reloticnsghips ond, at the preschool level,

[e A

thils 1s Implemented bhrowgh the use of such concepbs as over/

under, up/doun, insldo/outslde, Tewmporal reasoning includes

reasoning aboub soeguences, cause and effect; and, at the pucw
schouwl Levol, dealing with %he definable properiles of tlme.
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From these relationships, the Cognitively Oriented c
curriculum has outlined four content areas: <¢lassification, |
seriation, temporal relations, and spatial relations. The '
breakiown is at times artificial since the areas overlap in
many instances, but it serves as a focus for the teachers
and provides a framework through which the curriculum is
developed and 1its goals Iimplemented. The specified preschool
goals for the content areas of the Cognitively Oriented
curriculum are presented below 1in abbreviated form. They are,
in practice, the core around which the Cognitive teachers
organize thelr daily activities,

(1) Grouping, or classification, is approached first
through having the child make relational or functional dis-
criminations~=-things go together either because they are used
for some activity (e.g., a spoon and a fork go together because
they are .both used for eating) or because they get their meaning
from one another (e.g., a hammer and a nail). More complex
grouplngs are based on descriptive discriminations, that is,
on certain attributes that can be perceived, such as size, shape,
or color.. The most abstract means of grouping 1s on the basis
of gross discrimination, or conceptual labeling (e.g., vehicles,
furniture, and other such general categories).

(2) Ordering, or seriation, is approached through having
. the child deal with objects in terms of thelr relationships i
in size, quantity, or quality (e.g., big/little, more/less, !
rough/smooth). The preschool goal 1s to enable the child
eventually to deal with four sizes and four quantities and
with three qualities.

(3) How the child perceives himself in space and how he

perceives relationships in space, or spatial relatlons, is
" approached through expressions of the orientation of  the child's
~ body and of other objects 1in space. Through motoric experiences,

and Jater through verbal experience with the prepositions of
position (e.g., in/out), prepositions of directions (e.g,, to/
~ from),:and prepositions of distance (e.g., near/far) the child

is aided in his development of meaningful construction of spdce
and spatial relatipnships.

(4) To understand and reSpond to temporal relations.
children begin to deal with time in terms of periods having a
beginning and an end; they :begin to understand that events can
be ordered chronologicall y and that tlme periods can be of
variable length. .




following Plaget, the Copnitively Orlented curslculum
is committed to the child’s eiperioneling conCﬂpts on the
motoric level and being involved in dircet nhy:t al mraipulation
of the cenvirvonment at all levels of fWNLu;m‘i”Am involvement
on the wvowrbal }ov&l 18 &vaﬂunllj added, but the m01orj level
is neveay enutr ly displaced, Mobtoric oxpericnce with concoepts
provides a basve for later verbal experilence, DBy using his body
to exporidenco concepts, to operate on objects, or Lo cmploy
objecits fov operating on otLher objﬂcbe the c¢hiid develops a

"reel™ Pfor the concepts, and this facllitates verbal uprCdSIOno
For bx“moie, 2 child's moborle owpuwicace of rolling glves him
a basls for genervalizing to objeets (e.g., a ball rolling),

and this eKUOPLOﬂcO in turn provides the basis for verbally
dealing with the concept of "rolling",

The cognitive geoals arve implemented along the levels
of representabtion delincated by Pilaget, specifically, fzon bhe
index level (causally relating marks ox sounds to objccts ov
using ofther reference-glving:cuas as signals of objects), Lo
the symnol level (jdontji]i& chjects from pletures ditlforing
1n degree ol abst a"ans 9 mod“ls9 and line drawlings, and using
motor encoding In various prﬂ“bat11:ona1 gays), and finally
to the sign level (uslng words alone o8 prcsomt&cions of
objects),

The motoric and verbal levels of operatlion are simllarly
in'eggated or "fed", into the levels of repreccentasion, Fow
evaupleg (1) ‘the child usog his body to opsraie on objects
and o :'::«'f*r’L lence eonewntsy and (?2) the ahild is brousit to
ovogressively higher lewels of "“Pbﬁiivmtiony svariiog from
the 0oiau af whielh the teacher provides the verbal ~timulus,

end progressing to thoe point at whlch the chlld Is «ble {0
:poatrnouu“ly vorouwizo ot only actlons jusb caoploted hub
als0o actlons cemplebed In the mora venwtoe past,

SUMHARY

The Cosniltively Ovientad oux pdouium s bhased on Ploseblan

Lheory and is spacifically dezipgned to enable chlldren ©o produce

neanlagful 1 1,n? ru;xcsnuua*iaza and desdve rvelabionshlps anong
objecis and cvsnt 53, bhoth »eal and r=pveseated, PtnuLuiﬁa ldeas
hazlc to ithe curelauluvm are tuau there i3 a SﬁQH(GCO 2 uental
pociuthy that drvelopnent ocenws In a soeles of s 'i: '03” wien
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earlier steps preparing for and providing the base for later
steps; and that this sequence is always in thc direction of
simple to complex and concrete to abstract, From Piaget's
research, four categories, or curriculum content areas
(classification, seriation, temporal relations and spatial
relationships), have been outlined, and specific preschool
goals have been derived from each of these curriculum content
areas, Implementation of the preschool goals follows the
Piagetian sequence; the tools employed are Plaget's outline
of the levels of representation and description of the motoric
ané verbal levels of operation.
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STLOCTED ANNOTATED BIBLIOCRALIY ON COGHITIVE DRIEVELOPMENT

(SRR

Alwmy Millie, (ﬂii‘t‘r'cildc,ll . and MMiller, Paa]a. Young
Children's thinking: studics of s0me noutﬁwbl
Piaget s theoryv. i
19606, 7153 op.

Now YorK:  TWeoachers” Lol*hn> “UTes

This book describes a project i‘li attempts to study
effects of classroom experience on the young child's
thinking about natural phenomena, Tt rovicis Paiget's
theory of develomaent and learning, describes some methods
that tost Piasctian ideas, prosents the results of a study
of individual children vho were tested at diffcerent ages
and children who were tested togeiher at the sane ape, and
discusscs the implic alIOﬂS of +these vesulis for curriculum
development, Chdpl, s 1, 2 and 7 in particnlar are
interesting reading, and tceachers may also wish to look at
the middle chanters, cspecially chanto~ 5 and 6, for gamcs

which might bhe adanted for classroom use,

,_..(.‘

Boavd, Ruth M,  An outline oF Piaget's develonnoental O‘VﬂhO“

logy loay for studenis and i SaC TS T TIeW YO TR Y A Th 60 s
1969,

This book makes vepresentative protions of Piaget's
vork rveadily available o the teacher and introduces his
speeialized vocabulavy, Tt contains a plossary and hibe
Livgraphy,

Poariy, Molly and Hitchiield, Llizabet

st el
—

» A guide to reading

)

Piaget, New York: Schocken Books, LYAR,L7I Tpap T

Hxtensive exceipts from Piaget's writings on number,
space, geometry, logical thinking, moral judgment, and the
child's construction of his envirvonment are nresented,
followed by discussion designed to help the reader under
stand’ ;1,y@L’" theory and apply it ia an educational sot iiay.
Yor t-.1chers in a cognitively ovierted curviculum, this is
perhaps the mest helpful book on Piaget cuvcently available
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Flavell, J. The deve]opmental_psychology of Jean Plaget.
New York: Van Nashand, 1965, U472 Dp.

" This is a comprehensive and readable general survey both
of Piaget's theories and his experimental studies, presenting

. also an evaluation of his work. For those interested mainly

in what makes a theory "cognitive," the Introduction and
Chapters 1, 2 and 4 are particularly useful, Teachers (as well
as students of Pliaget's puychology) will find this book an
important asset.

rHunt Je. McV, "The psychological basis for using preschool

enrichment as an antidote for cultural deprivation.”
Merrill-Palmer Quarterly, 1964, volume 10, pages 204-248,
Also in Hechenger, F. (editor) Preschool education today.
New York: Holt, Reinhart, and Winston, 1965,

Despite the longwinded title that might imply a biased
middle-class approach to the "dlsadvantaged," Hunt advocates a
strongly educational approach in preschool. He discusses I.Q.
changes and what they mean, and the problem of finding an
approach to teaching young children that will give them the skills
they need for success in school,

. Plaget, Jeen.

For the nonspecialized reader, Piaget uninterpreted is
difficult to understand. However, if one goes to Piaget's
books with specific questlions regarding how children come to
und2rstand the world, he can gain vaiuable insights. Some of
the niost relevant of Piaget's books are: :

Play|, dreams, and imitation in childhood. New York.
WW, Norton, 1962, This book describes the evolution
"of children's games and discusses Plaget's theories
of play and symbolism,

The psychology of intelligence. Patterson, N.J.: Littlefield,
Adams, 1960, This is Piaget's most complete presentation
of his theory of intellectual development.

The ori%ins of intelligence in children. New York:
. W. Norton, 1962. This book deals specifically with
the development of sensory-motor intelligence up to
approximately age. two. °
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S1x ycu)oov¥0l1 studics, Ldived with an Intwvodustlox
bJ David w Ppnd New Yoru: Randcm Houzn, 1968,

Placet's uheer Is presented In six egsays which

discuss some of his most bhaslic aud most diffa gn]
concepbs, Written al difflerent noints Ian Pilopget's
vescareh, cach of these ph¢1030pn .cally oviented
QSSﬁj“ doa1“ with the problem of lnewledse: how tha

nilld comes to know hls world and how NﬂfV“““qlo
.oyic, exbro--temporal truth) develop from pavtlewlan
axperlences,

/\.;‘_)
L

(vrlth Inholdor) Be

vbal) The naycholosy of th .chn]d
New York: DBasic

ic Books, L969. Whis de Plagobts ’
latest book, G o1s A synthesls of the deve Tmebntal

cidld psychology h° }70 formulated over the last
forvy years, coveridng the stages of copnibive growth
from Infancy to adolescecnce,

C;O-“& H

- Fach of the following books Ly Plaget can be helpful in
glving a teacher ideas for preschool activitles, rhough bhe
Leacher will have to adapt these from Plaget's ciperiments and
incerviews with children,

The child's oaoeDtP v of number, New Yowvlk: Humenliles

sl . o LI R oY N T . . e DR P N R SR L

Press, 195

(vilth Inhelder, B and Szemluszka, A,) The child's
)

coneeption of r,unneir*v, Mew ‘VOcﬂr-"qu“ufm dgﬁTpon
1960, ""his is oné oF the clearest of Plagoh's bnok

and shou]d give the L‘%ﬂﬂ°f many ideas Cor clagsrocm
actbivities,

\a

LY Nkl X B LN S TRt N S TEL AU R TR PO -~ L L "L JYEA PR RYI B R TR 24 ]

(with Inhelder, B,) The child's conrention of space,
dew York: Humanliies Pﬁ\xs 1060,

Tha ohild's congzpiion of 1hw,wg ld, Puabteoson,; Nods:
Litilerield, Adams - 1900,

"
J. -
LR R R AT RUSS e 8 . g e s e APee ~v--—)- s raae N R A N I T A R YL P ]

Me consbruction oi reality in the child, New York:
Bacie Books, L1994,

Judsmens wad reasoning o the ehild,  Pobbovson; M,J,¢

[T A ot FA U UL LR L N L]

Lo T ied T A, ALY,

Smilensky, Sara, the offects of 'mﬁnmdn unnt le olay m dis..
’rfvrtfuci nra. ¢shool ehildren, Wow “Hork: T onn Wilcy,
19\1\13 L})'tl [»)?.)l

sl dancly s hool o‘vuivﬂ“ the way dn whieh ohiidron foom
aivterene baggenunss bodld un thelr baouyladge o gilicaslons
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and people, .and how their observations and experienceo are

~reflected in thelr play with other children., Since many

of Smila@uky's ideas, particularly that soclo-dramatic play

can be /ed to foster cognitive development, izav: been
incorporéted into the Cognitively Oriented currdculum, this is
an important book for cognitive teachers., Chapter 5 suggests
ways in/which teachers can make use of the classroom environment
to in«truct children.

(
;)
A
[§]

t

Ay o
- e

e R Y
AR

- 15 -




TEACHING IN

CURRICULUM PLANNING

INTRODUCTLON,

PTIPIEE TE - PE Sfn o STATIARS

1’\

COCHNITIN

The

CHAPTER WO

TENTED

PROGRAM

tezacher In a cognitively orlented

"

3
3

preschool prog pam mush rely to a great extent on her owi
skill and u’7&C!VLbJ° the curriculum is only a framework to

ielp the teacher scquence mooningful learning experlences

for young chilldren, rather than a prescribed serlies of
activitles or lesson plans, On the other hand, the teacher
must plan the actlvities she will use In th 01 assroom wibhin
a deflnite sbructure, What this means fn practice 1s that the
teacher the freedom To apply her .1ls creatively and to
2 the Ilnitilative in uldnnjmg, but she also has the obllgation
Lo apply her talents for celfle purposes and from the point
of view of a sbLruclbure th t she has accepted, the three-slded
structure: “iw%ta the teacher must have in mind certsain goals
from each of the rTour content arecas derived from

”iage*’* 1705l
“hapter One (ole “3irjcatgqps n\W1q ion, temnc
relations, and UWul 1l

S Jelﬁg.nn"‘j she must decide which
&CLIVILI(S best ™ inplement these SeC ond n?vuia tne lovels
of ;%rereugxxtatjxaq cutbline
nd

d hy Pl ﬂdpx JOJ,,J gymbol laval,
L - sne mu

3t plan THENOe os acaLV1C}u“
Luyouﬁﬁ :%Lcn ihe child
the LHeacher nust

bullds h Muy o U%uukﬂtq il
sbrletly on

m'.) \l (\(ﬁ:}‘q tr"'l*n O a0 Opﬁ,'z iﬂr
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THHE THREE-SIDED FRAMEWORK FOR PLANNING IN A
COGNITIVELY ORIENTED CURRICULUM ot

Sign | /\
,/, : \\ Verbal
.SSF qi\\
Symbol o
ymb 17199 ~$\\\
y 'g’ X % \
.Index @ fi o\‘ _
T T X ~Siimy O Motoric
/ Q? % \.\
& Tedther Q)C\‘,. \
/ & ’ (o)
~ =]
SN \
__Olzjed: o Conf*en’l' Pireos \
Classifi- Seriation Temporal Spatial
cation Relations Relations

It would be easy at this point for a teacher to say,
"Impossible! You can't possibly expect teachers to think on
three dimensions at once every single day. There's Just not !
enough time," Actually, it is an easler process to work with i
than to read about. Reduced tec its simplest form, the teacher |

. really is asking herself these two questions: Where are the
children right now in terms of their mental abilities? Where
is it that I want to take them; in what ways do I want them to.
gErow menta11y° Since there are curriculum goals, the latter

. question is not difficult. Once the teacher has answered these
basic questions, she considers the sequenced levels of
representation and the levels of operation which provide her
with an outline to help move the children from where they are
toward the predetermined goals. The teacher should ask herself
these same two questions whether she is planning for a relatively
short period (for example, a week) or whether she is planning
for a longer period of time. In either case, the teacher beglns
by observing the children to determine the most appropriate
starting point. o
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Obviously not all of the children in a preschool
class will be at the same symbolic and opcrational
level at the same time, especially if some of the
children bhave been in the preschool longer than
others. The teacher will have to take this into ac-
count in her planning, wiih the results that there
will also be an individual basis to plaunning and that
flexibility within thc theoretical framework will therc-
fore he required. Tor cxample, the teacher may try to

get tihe less mature children involved with a concept
(sucn as in/out) simply on the motoric level, but she
may expect other children in the group to verbalize

the concept as well or deal with it in a rcpresented
form (such as vpictures). An important by-product of
this approch is that the teacher, by looking at her
children individually rather than at her "class', no
longer has to do the kind of "compromise teaching' that
is aimed at the children in the middle ability rangce.
At the same time, she is provided with a way of asscss-
ing a child's performance, not on a scale oi "how much
ability does he have?" but rather in terms of ”on what
levels is the child now opcrating?' Once she makes this
assessment, she can then decide what steps follow in
the Pliage Llan SEUences,

The teacher's skill and inge dUltY come into play in
determining how she will utilize the levels of symbol -
ization and levels of operation to help the child move
toward a more complex and more abstract way of function-
ing. To be able to look at the child, look at the Goals,
and then develoop an activity to JwPlom nt the goa on a
given levol OL-"VMbPllﬂaLAOH and opcration requ1res a
thinking Leachci, a creative teacher. e feel this can-
not be over-cmphasized, becausc a tcacher's college ex-
perience rTevolves so closely alound courses in mcthods
of teaching, with a "how-to'" orientation. In a cogni-
tive 1y oriented program, the tcacher must consider act-
ivitics, or methods, last of all, whercas in the usual
teaching situation and part lcularlv at the preschool
level, the tcacher probably starts with an activity
rather than a goal, and then tries, in the coursc of
the activity, Lo point out things she considers import-
ant. For example, a comment often heard in preschool
circles is that 'Mall children love cooking,'" so in the
"traditional' preschool, the teacher might decide to
make puddino with the children; during this ctivity
she might point out that the puwlding is becoming thicker,
that the hcat from the séove and the stirving with the
spoon are producing this change, that there are bubbles,
and, in terms of group activity, that the children must
tare turns stivrving. In this example there are many
things going on at once sroung thoe child and they. arve
either left for huim to discover or olse brought to his
atiention, Lut primovily as a string of "facts' which he
st take din and iuntegrate. T o cognitively vricented
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program, making pudding would come into being as a class-
room activity only if the teacher saw this as a way of
approaching a certain goal. Since our teachers would
probably accept the dictum that "children love cooking,"
this might be an activity a teacher would use for a goal
which might be as remote from cooking as seriation, the
specific seriation goal being, for example, ordering
three sizes. With this goal in mind, the teacher might
utilize spoons for serving into three bowls, all of
different sizes; throughout the activity the teacher
would emphasize the sizes of the utensils used.

In any given activity the teacher deals with only
one concept at a time. If she sees the activity as a
good way of working towards other concepts, she uses
it again at another time and emphasizes a different
goal, rather than combining these goals in this one
activity. This is probably the point at which the
difference between a cognitively oriented program and
an enrichment program is most apparent. In an enrich-
ment program, the child is exposed to any number of
new and supposedly essential experiences; usually no
direct attempt is made to label or interpret these ex-
periences for the child, or, if the experiences are
labeled, the job of integrating and categorizing them
is left more or less to the child. In a cognitively
oriented program, however, the child encounters a
variety of experiences (though not necessarily "all
kinds" of experiences), but the aspects of these experi-
ences that are relevant to cognitive growth are labeled
and reinforced many times over in the course of the year
and in increasingly complex and abstract ways. The re-
sults is that the child begins to develop a framework
into which he fits the facts of his environment.

In planning, the teacher must bring together into
a functioning whole the several components of the struc-
ture discussed above--the goals from the four content
areas, the levels of symbolization, and the levels of
operation. In Section IT, the reader will find a se-
quenced outline of possible curriculum plans in which:
these components have been integrated. While this pro-
cess of integration is essential to the operation of a
cognitively oriented program, the levels of symboliza-
tion and of operation, as applied to actual preschool
teaching, are discussed here separately to aid under-
standing.
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LEVELS OF REPRESENTATION APPLIED TO THE TEACHING
SITUATION., The levels of representation describe the stages
which all children go through as they develop logical ways of
seeing themselves and their environment, The chronological age
at which children pass througn these stages may not be the same
in all cases, but it is assumed all children do go through them
at some point in time. However, the extent to which each stage
of development 1is explored 1s variable. Since these stages are
basic to making the shift from real experiences to representational
thinking, it is the purpose of the Cognitively Oriented €urriculum
to provide the maximum amount of Information and exploration on
each level for each child, We see thls as a way to assure an
adequate base for intellectual functioning. .

Briefly again, the .three levels of representation are:
(1) index, (2) symbol, and (3) sign, with real objects and real
experiences providing the foundation. At each level the child
utilizes representations that are more abstract than those at
the preceding levelj the early levels, then, are very important
because they provide the foundation for attaining the later
levels,

Dealing with Real Objects and Events. At this level, the
child's experlience revolves around real things in his environ-
ment, He experiments with concrete objects and events that can
be labeled, During this stage of development, the child in a
cognitively oriented program is exposed to many objects and
.events, some of which he may not have been exposed to before,
The use of real objects or actual events as the starting point
in the educational process enables the chlild to begin forming
clear mental images which will aid him in moving from one -
representational level to the next. Incomplete mastery at one
level makes 1t more difficult for the child to master the
ensuing levels,

In the classroon, the teacher determines the content area
from which she will choose her teaching goal., For example, she
may choose classification, specifically the category of animals.
Experiences and activities provided for the children might
include classroom pets, walks through the neighborhood, or a
trip to the zoo. The initial emphasis given to these experilences
would be on ldentifying the various animals both wverbally and,
where feasible, through physical contact, It is important to
emphasize again that each activity or experience 1is planned .
for only one goal., In this instance, the goal 1s 1dentifying .

- animals, The same activity or experience may be repeated at a. ..
later timeé to implement a different goal, for example, seriation,,
ordering animals according to oize. - . '




Example 1

Goal: identifying animals (classification)
. Activity: trip to a farm L

The children may see cows, and the teacher verbally
identifies them:

This is a cow.
This is a cow,
Is this a cow?

Child responds:
Yes, this is a cow.
. The teacher also uses plural statements and "not" state-
.ments; for example, "These are cows", "These are now cows"
. -(see Language Techniques for more details.) When it is feasible,
- the children should be encouraged to touch the animals while
they are verbally identifying them :

. Example Ii

Goal: ordering animals according to size (Seriation)
Activity: trip to a farm . .

. The language used may follow a péttern similar to that
described in Example I. The teacher provides the initial

verbal stimulqs(pdnﬁqg+bcaﬁaih'

This coww is little.
This cow is little.
- Is this cow 1little?

' Child responds:

- Yes, this cow is little.

“Sometimes, because of financial limitations, school policies,
or for other reasons, it is not possible to use. real objects
or to experience actual events. When this is the case, the
~ teacher should begin with the most realistic representations
possible and use them in concrete situations appropriate to

the real-object level. Examples of appropriate equipment might
be the realistic rubber zoo- and farm-animal sets often found in

'
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nursery schools, rubber community--helpere sets, real
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A, Object permanency: the knowledge that an object continues
. to exist even if it is not seen at all or only parts of it
are seen. There are three maln aspects of object permanency
which can be used in teaching and which should be constantly
interrelated, : .

1, Recognizing part of an object for the whole object

(a) Child can identify an obJecﬁ when only a part of
.-the object 1s seenj e.g., hide a car under a box
with only the hood showing.

‘(b) Child can identify an object from all of its un-
. . assembled parts; e.g., show the child the parts
of a .car. :

(c) Child recognizes an object from one of its parts;
e.g., show the child an airplane wing.

(d) Child can identify an object given half of it;
. e.g., show the child the -upper half of a cow.

"(e) .Child can find a wrong part or a missing part;
€.8., show the chlld a car with human feet
instead of wheels.

2. Recalling the absent object

(a) Child can find an object after .successive visible
.+ -displacéments; e.g., hide a toy car first under a
box, then under a handkerchief, and then under a
scarf. Child sees that the teacher still has the
- car after she has passed her hand under the box
and the handkerchief, but that she does not have
the car after she has passed her hand under the
scarf, (Child has not mastered this stage until -
he immediately goes to the last hiding place to
find the hidden object.)

‘e ~ (b) Child can find an object after an invisible dis- -
. placement; e.g., while the child watches, hide a
car in a box, then slip the box under a handkerchief
and empty the box. Leave the car under the
handkerchief and bring.out the box,

(¢) Child can find an object under a number of super-
imposed screens; e.g., while the child watches,
cover a toy car with a cup,.a box, arid a handker-
chief; arranging the sc¢reens so that 1lifting one
reveals the next screen, but not the object. Also,
arrange the screens so that the chlild cannot
remove all three at once,
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(d) Child can find an object after a serios of In.
visible displacecaicencsy ¢.g,.,, the Locacher ¢overs
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(b) Child recognizes the object in a different content°
' e.g., the teacher places the car among art SR AN
materials. : S
(¢) Child recognizes the object among others which
have a visual resemblance to 1t; e.g., the
"teacher places a red car among other objects
that are red.

3. Recognizing objects through senses other than visual
(a) ‘Touch--feeling without seelng; e.g., a mystery
bag-~the child feels with a fork, a spoon, a
knife, etc., and 1dent1f1es these objects.

(b) Smell--without seeing, e. g., the child smells a
banana, an orange, étc., and ldentifies them,

(c) Taste--without seeing; e.g., the child tastes a
lemon, sugar, etc., and identif'ies then,

(d) Sound--without seeing; e.g., the child hears a
bell, a drum, etc,, and lidentlfies these objects,

C. Sounds, marks and other cues causally related to real

-objects

1, The idea that sounds are causally related to real
objects can be illustrated by the ringing of a tele=-
phone., The real object makes the sound, and whether
or not the actual object 1s directly perceived, the
child 1s able to identify the object by the sound.
The sound, therefore, becomes the "index" for enabling
the chlld to mentally 1dentify the real object.

2., Just as sound may refer to real objects, marks may
also give "clues" which aid in identifying objects,
.For example, human footprints in the snow lndicate to
the observer that a person has been walking there,
and tire tracks in the mud indicate to the observer
_that a car has been there. Children should be given
the opportunlty to observe these phenomena during
recess and on walks or trips. In the classroom,
activitlies can be provided whereby the child can observe
various marks made by an object. Art activities quite
easily lend themselves to this kind of representation.
For instance, the chlld could make handpirints by
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2, applylng paint Lo his 1una und pressing hds hond dowm
on a she2el of paper, After observing the handpriab,
the bteacher and cnild oqu d.j_o uss the welatlon: sihidp
between the mark observed and the objcecet thac 13
representbed) that ds, thoey could discugs thal The puing
sbaads for buu child’s hand, and hls hand only, and,
on a higher level, that 1t stands for the chlld hine
self, Lhe '1ole person and him only.
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and vehicles Ghat can be taken as cues becaude of a
direct causal relationship. Dxamples are a éhlcken's .
ng, a spider web, mouseddropplngs, and oll snots
eft in p.rklng spaces by cars and trucks,
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A, mental images and carries out mental experiments., Motor
N encoding is also particularly important for soclodramatic
play. o '

~ Motor encoding should be approached as a sequence going

from less complex to more complex. For example, on the
concrete level, the child directly imitates the actlions of
another person or object; e.g., the teacher rolls a ball
‘and the child rolls on the floor imltating the ball., On a-
more abstract level, the child represents the actions of
objects or persons without directly imitating them, e.g.,
the teacher holds up a ball to the child and asks him to

' ""do what a ball does." On a still more abstract level,
the child performs the action of an objJect not present, so
that he must mentally reconstruct this object and its '
. actionj e.g., the teacher says, "Show me what a ball does."
Thus, what on the most concrete level is imitated directl
from external cues is, on the most abstract level, imitatved
wholly . from internal cues,

Motor encodiﬁg has three components: make-believe}
‘dmitation, and sociodramatlc play. :

1, Make-believe-~the child imposes mental images on
other objects,

(a) Some objects share essentlal attributes of the
object being symbolized, e.g., garden hosé used
for fireman's hosej; wagon used for a car,

(b) Some objects share less obvious attributes with
the objects béing symbolized, e.g., a block used
for a telephone; a board used for a saws

(¢c) Some objects can be constructed from others,
such as houses, buses and airplanes from bullding
blocks; trucks, cars and buses from shoeboxes.

2. Imitation including onomatopoela.

(a) Representation of actions on an object; e.g., the
teacher shows familiar objects te the childrzn,
such as a brush, a hammer, and a crayon, and asks
the children to act but what they do with these
objects. The children pantomlme brushing thelr
hair, hammering a nail,; and drawing with a crayon.,

(b) Representation of the actions of an objJect; e€.g8.,
the teacher shows familiar objects to the children,
such as & ball or a car, and asks the chiliren to
act out wvhat the Qhjeel does.
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B.

C.

teacher introduces the missing ones singly. For
example, if verbal communication and fantasy are
missing, only one should be added to the play situation
at any one time, The teacher can help initiate
sociodramatic play by using fleld trips as a basis

for a school-play situation.  For example, when the
children -return from a trip to the fire station, the
teacher can help them set up an area in the classroom
which simulates the fire station. The materials used
‘'should be suggestive rather than real; a garden hose
could represent the fireman's hose, a slide could st&nd
for the pole down which the firemen slide, and wagons
could be used as fire trucks. The children should be
encouraged to select the roles they want to take.

For example, they may all desire to be firemen,
but each fireman should have a different responsibility;
some . firemen cook, some drive the trucks, some answer
the telephone,; some wash the trucks, The teacher shoiuld
also take a role in the dramatic play, at least until
the children can carry the play on their own, Once the
children are able to set up their own play situation,
select thelr own roles; and engage in the total activity
according to the criteria listed above, the teacher can
diminish her role playing as well as her asslistance in
setting up the environment.,

Clay Models: Making clay models allows the child to freely
express his mental images of objects, While the model still
resembles the actual object, it is less realistic than a

toy representation. For example, the chlldren may decide
that they need "fruit" for the doll corner. Having
previously become familiar with the real objects, they are
able to make clay representations of themja round object
could represent an orange, a long object a banana. They
may also desire to paint these models to correspond with

the actual colors of each fruit.

Pictures: Pictures of obJects or events can range from

"very realistic photographs to relatively abstract line

drawings. To deal with such two~dimensional representations,
the child uses hls fund of experience with real objects
(object level) and his knowledge of their cue properties,
thelr permanency and their constancy (index level), For
example, in order for a picture of a cow to have meaning
for a childy; the child must mentally reconstruct, or
remember, the three-~dimensional real object, This task
becomes more difficult as plctures become less realistic,
so the teacher should always begin with the most reolistic
pictures or photographs and only graduvally 1ntroduce more
abstract portrayals., ..
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(4) Representation at the Sign Level. At this
final level of symbolization, the child encounters
symbols which are arbitrary; that is, they bear no
resemblance to an actual object or event, and usage
is based on the attribution of socially shared mean-
ings. Words are the most common form of signs. Re-
presenting objects and events by a configuration of
letters (i.e., reading and writing) is not attempted
in the Cognitively Oriented curriculum. However, in
providing adequate experience with representation of
real objects and events at the earlier levels, we
feel that we do build a foundation that provides the
child with meaningful and vivid mental pictures to
which the written word can later be attached. This
foundation, hopefully, will support the child when he
encounters reading and writing in the regular school
setting. ‘

Levels of Operation Applied to the Teaching Situa-
tion. The motoric and verbal levels of operation are
used by all children in learning about and dealing with
their environmennt. In the classroom situation the
teacher must be constantly aware of the level at which
her children are operating, so that she can plan activi-
ties both to extend their experience on a given place
and to help them move toward more complex and abstract
interactions with the environment. Very young children
operate on the environment almost entirely on the
motoric level, that is, with their bodies. 1In this
sense the motoric level is an earlier level in the deve-
lopmental sequence, but it remains an important one even
after the verbal level has been added. Children learn
through direct manipulation of the environment, so it is
important that they be constantly involved motorically
with concepts at the same time that they are learning
to deal with them verbally . . . Therefore, the teacher
in a cognitively oriented curriculum must always be
aware of her children's functioning on both levels of
operation and must attempt to implement the cognitive
goals- both motorically and verbally.
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In classroom application, the motoric ahd verbal levels
of operation are simultaneously integrated, or "fed", into
. the levels of representation, although the relative emphasis
placed on each may vary over the course of the preschool
year. The complexity of the process is further reflected in
- the fact that' the motoric and verbal levels of operation both
- follow a specific sequence from less complex to more complex.
'In practice, the teacher involves the children on both levels -
at the same time, each child to the extent most appropriate
at a given time, The levels, however, will be discussed '
separately for clarity.

Motoric Level. On the motoric level, the child is
physically invoived with his environment. The involvement
may be direct or indirect. "Following is the sequence of steps
from direct, or simple, to indlrect, or complex, physical
involvement. :

. A, Child uses his own body to experience concepts: When a
child is introduced to a new concept, the most simple,
concrete way for him to experience, or "get the feel,"
of the concept is through the medium most familiar to
him-~his own body. For instance; for the concepts vp/down,
the child may Jump up and down, using his whole body to
~experience the conceptss, Once he is comfortable using his
whole body and parts of hlis body to experilence concepts,
the child is ready to move outside himself and begin using
objects in the environment to fdcilitate his understanding
of concepts.,

" . B, - Child uses obJects to experience concepts: For the concepts
o up/down, a slide could be the object on which the child

operates-~he climbs up, and slides down. The child is
still physically involved in the task but he 1s also :
physically involved with an object, Thiu way of experiencing
concepts is more complex than simply using the body, for
_the child 1s now relating himself to something in his
environment, When he is able to do this, he can move on
the more complex relationship wherein he uses objects to
operate on other objects,

C. Child uses objects to operate on other objects: At this

~ state;, the child uses "instruments™ to relate to and thus
control the environment. For example, he makes a toy car
go "uyp" and "down" the slide., The child is further removed
from the sitvation physically than in the preceding
_examples; he is no longer directly experilencing concepts
with his body, but is beginning to see how relatlonships
between objects can faclilitate his understandlng of the
WOI'ldo ! ' ‘




The motoric sequence is instrumental in helping the child de-
velop clear mental images to promote his understanding of concepts.
For example, if a teacher were to ask a child to "put the book on
the table', the child would have a clear mental image of what he

was required to do, because he had been totally physically involved

with the concept "on", had used objects in the environment to ex-
perience "on", and had used objects to operate on other objects in
order to understand the meaning of "on".

(2) Verbal Level. On the motoric level the child performs
a given task, whereas on the verbal level he responds verbally to
a task. The sequence of steps outlined below (from less to more
complex) represents the most logical and realistic manner in which
young children learn to operate on the verbal level. However, it
has been found that the actual sequence does not always correspond
to this particular pattern. The following sequence then, may be
used by the teacher as a guide, but she will have to make the
necessary adjustment when working with her children on particular
concepts.

(q) Teacher provides the verbal stimulus: In dealing with
the concept "down", the teacher might say, "Go down the slide;" as

the child is sliding, the teacher may say, 'You are goirg down the
slide."

(b) Teacher provides the verbal stimulus and the child
responds in one of the following ways:

1. Child tells what he is going to do before he does it,

e.g., "I will go down the slide'", "I will go up the
ladder."

2. Child interprets what he has done just after he has
complated the task or action, e.g., "I went down the
slide,”" "I went up the ladder."

3. Child verbalizes while performing the action, e.g.,
"I am going down, down, down, (the slide),”" "I am
going up, up, up (the ladder)."

4. Child interprets his actions from memory; e.g., after

work time, the child tells what he has done, such as
"I went down the slide and up the ladder." This is

more complex than step 2 because more time has elapsed

from completion of the task to verbal discussion.

(¢) Child spontaneously verbalizes about a task, action, or

event without requiring verbal stimulus from the teacher.
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TEACHER ATTITUDES AND COMMITTMENT

It is quite probable that a new teacher in the cognitive curri-
culum will have to change some of her attitudes about teaching and
" possibly some of her attitudes about how young children learn. At
some point, the teacher must step "inside'' the Piagetian framework
on which the Cognitively Oriented curriculum is based.

The teacher who has taken this step has incorporated the
theoretical framework into her thinking and uses the framework as
a window through which she looks at young children in developmental
terms and at early education in conceptual terms. At this point the
teacher is really 'thinking cognitively, "' and she is taking children
and goals rather than methods and activities as starting points for her
teaching.

Such an orientation is not at all easy to develop, because it
involves a certain period of time -- longer for some than others -- in
which the teacher is really adrift. She has given up her usual methods
of teaching, her fund of ''ways to do things children like, ' and until she has
incorporated the new framework into her thinking and found ways to imple-
ment the goals within it, she is forced to proceed almost blindly, without
the sure signposts and guidelines of a familiar system. In our experience
this is a process which all teachers go through as they accept and learn
to implement the cognitive curriculum.

A trap that cognitive teachers often fall into is that they think
they have changed when in reality they have not. What happens is that
they become adept at attaching cognitive labels to activities they used
before they became cognitive teachers; the names change but the activi-
ties remain the same. When planning, they begin with thoughts about
activities that have proved useful in the past rather than about cognitive
labels. This is not to say that a teacher has to give up all of her comfort-
able ways of doing things in order to become a cognitive teacher, It
does mean, however, that she must give up her old ways of thinking about
what she does, so that, while she might find that certain activities she
has always used are still appropriate, she now chooses them for different
reasons.

A common reaction to the theoretical framework of the cognitive
curriculum is, '"Well, I think that children probably do learn that way,
but I think you don't have to teach children specifically, I think children

R~ rrerd

[P ——
TR



just learn automatically if you provide a warm setting with lots of
opportunity for interaction with other children and lots of equipment.”

While it is true that most children do "just learn automatically, "
experience with disadvantaged children indicates that warmth alone is
not enough and that providing numerous opportunities can make the en-
vironment so complex that the children are overwhelmed. We feel that
one of the strong points of the cognitive curriculum is that the teacher
has at her disposal a sequenced set of steps that enables her to work
with her children at any given level. In other words, if certain simple
and concrete experiences would be most beneficial, she can start with
these, but if a more complex environment can be utilized and abstract
tasks worked with, she has a framework for implementing these. If
the teacher discovers that something just '"doesn't work, ' she can go
back a step and reinforce the concepts on the preceding level, and then
later she can go on to the more mature level. And certainly through all
of this, there is a place for warmth.

Since the involvement of the teacher is one of the crucial aspects
which determine the success or failure of the program, there is a need
for a major committment on the part of the teacher to the total curri-
culum and the point of view behind it. In other words the teacher must
believe that she can help to effect changes in the cognitive /intellectual
abilities of her children and in the attitudes of their families toward educa-
tion, and that a goal-centered, sequenced cognitive curriculum with home

visits is a logical and systematic means for producing these changes.

The goals of the cognitive program are predetermined, having
been derived from Piagetian theory and experience with disadvanged child-
ren. The teacher must be able to accept these predetermined goals and
then implement them by employing a variety of activities and expcriences.
This means that the teacher must work within the confines of the overall
curriculum, but she must also be able to creatively implement what the
structure and the children require. Thus teaching in a cognitively oriented
program requires a great deal of flexibility on the part of the teacher, who
must be strongly committed and willing to think in new ways about what
should take place in the classroom.
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STRUCTURE OF THE CLASSROOM

In the cognitive program, the classroormn is set up in specified
ways to facilitate and reinforce certain goals. While this structure
undoubtedly contributes a frame of reference for the children, it is
only one of a variety of elements (albeit an important one) used by
the teachers to provide experience with the concepts and content areas
of the curriculum. Since the classroom structure is changed gradually
through'the course of the program, the child encounters the concepts
in many:guises and this enables him to begin to separate concept from
context. For example, if a child should encounter 'big'" chiefly or only
through playing with big trucks, his concept of "big' may be tied so
closely to the context of "truckness'' that he will not see that "big' can
be applied to other objects and situations. Concept formation is faci-
litated, then, through experiencing concepts in a variety of contexts,
and the emerging concepts are, at the same time, reinforced through
these repeated encounters. Children come to know the world by physi-
cally experiencing their environment; structuring the classroom environ-
ment in such a way that certain concepts are emphasized provides a
variety of opportunities for direct experience with these concepts, thereby
facilitating the child's mastery of them.

Example: An Environment Programmed for Learaning in the
Areas of Classification and Seriation

The classroom is structured to facilitate and reinforce goals
from the content areas of classification and seriation. These goals
lend themselves to environmental structuring; that is, they can be used
to provide the child with opportunities to group (classify) and order (seriate)
classroom objects. We have planned and equipped our preschool rooms
in such a way that the environment structures the child's learning and en-
ables him to deal with classification and seriation through the simplest
manipulations at the beginning of the year to more complex ones later in
the year. The room is arranged so that each child is automatically in-
volved, regardless of the area in which he is working, in activities de-
signed to implement the goals we have set.

For the first six weeks of school, the goal is for the children to
learn to classify things that are the ''same' and "'different.! Therefore,
all blocks are kept in one cabinet and all cars in another cabinet, all
dishes are kept in one cupboard and all utensils in another, and all books
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are shelved together while puzzles are on a different shelf. We realize
that a similar kind of classroom arrangement is often set up in preschools,
but this is done to maintain order rather than to differentiate ''same"

and ''different, ' so that, while blocks and cars may belong in specific
places, they are not necessarily separated.

At the beginning of the school year we limit the kinds of equip-
ment available in the classroom and classify according to gross differ~
ences, e.g., vehicles vs, blocks. As the children gain the ability to
classify in terms of overall differences, the environment is changed and
enriched, so that, for example, instead of simply putting all scissors in
one place, the children now must distinguish sharp from blunt scissors
and put these away in spearate places, In this way they become aware of
differences within a class,

We also arrange the environment to teach seriation, or ordering
of quantities and qualities. By the end of the year, the goal for the
children is to be able to order five items by size and understand numbers
to 4 or 5, and to be able to order qualities on the basis of rather subile
differences,

In planning for this learning, we initially organize the classroom
environment so that the children experience just two sizes -- big and
little. We provide two sizes of hollow blocks, two sizes of unit blocks,
two sizes of cars, in each case offering the largest possible difference
in size. We try to make the articles identical except for size, to assure
that this concept will be the one learned. Everything in the room reinforces
the concept of size at the level of large and small. When the children are
ready, their experiences are enlarged by additions to the environment,
e.g., a third size of block, car, pot, spoon.

While we are working with sizes, we are also giving the children
experience with ordering qualities, such as hard and soft; eventually they
should be able to distinguish not only hard and soft but g rad ations between
these two extremes.

This structurcd classroom environment is not intended to be a
substitute for good teaching, nor does it replace the need for action and
interaction among the children oxr between the children and teacher.

Rather, the constant reinforcement of concepts which the structured class-

room provides gives the child the opportunity to absorb a conceptual frame-
work that will support him in school and thus help him to achieve academic

success,
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MATERIALS AND EQUIPMENT FOR THE CLASSROOM

Specially puréhased equipment‘and teaching materials are not
required to implement the goals of the Cognitively Oriented curriculum,
for several reasons.- First, the fbcus on conceptualigoals rather |
than on activities enables the teacher to draw heavily upon the
child;s familiar and natural environment for the materials needed to
aid the development of particular concepts. Secondly, many of the
concepts.can be best internalized by having the children construct the
materiéls‘themselves with the help of the teacher. Lastly, many of
the available commercial materials are quite expensive, and it is
not always economically feasible to equip a preschool with such
items. However, commercially catalogued maferialé by Creative
Playfhings, Community Playthings; Playskool, ?isher Price, etc.

offer valuable models from which the teacher can construct her 6wn

" materials. It is important for the teacher to keep the levels of

representation foremost in mind as she.is making materials. For
instance, it is more difficult for a teacher to make materials on
the index 1level than on the éymhol level and even more difficult
to make or collect objects appropriate for building the foundation

from which mental representations are formed.

The htraditional” equipment and materials found.in most pre-
schools are compatible with the objectives of the Cognitively
Oriented curriculum; however, the teachqr will find herself using
the equipment and materials in new ways for new purposes. The
importance of the materials and equipment used in the'Cognitively
Oriented program depends upon how the teacher ﬁerceives their

usefulness in teaching the predetermined goals inherent in the
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curriculum tfor exteunding and broadening the childween's cognitive
levelopment,
Although the following list of materials woy appear €0 con-

tradict the previous statements, the cauipment and pnatewial
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are commeraial items sorve only to illustrate the kinds of things
which ideally would be a pavt of ithe claossroom. Many adaptations

and substitutions would sevrve the conceptua

et

weds just as well,
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For instance in the doll covner, a realist looking stove, cup-
board, sink, refvigerator could be nmade from cardboard boxes

At

doll beds znd carriages could be nade from orange crates; child-

. o
ren could akidn make their own dolls from rags, sucks, etc,
The uai? Dblocks contained in the large motor avea could be

found in a lumberyard scyrap pile if the teacher

X!

de

s solective in
choosing varions sizes and shepes of weod., Also, the large build-
ing bl 0ﬂ79 do not ﬁecessarily néed to be uads Jrom wood - stuvdy
nirdboard blocks sewrve just as well, Balance bes@ms can be cbn-

styvcted quite easily and with Little oxpeonse from a 2'" x 4"

TN %

board set gcross two concreie blocks.

pictuves from magazines,mounting them on wcaydboard, and cutting

them into the dosived parts. Common iiems such 2s botitle cops, jar
1ids, butinas, thread spools, can serve the same pucpeouoes as blocks
and other objocis. Those itews nay be structured Lo feoch size
relationshies, snatial vositions, nv clessification conionis.
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Concerning the art arca, many of the materials listed must be
purchased commercially, but most schools do provide these materials.
Playdoh caﬁ be made by the children.which is, an enjoyable activity
for them as well as a learning situation for making a very ﬁsable
product. Playdoh may be made by mixing one part water, two parts
flour, 1 tsp. salt, and food coloring. The conceptual focus might
be in the area of Temporal Relations whereby sequence of evgnts
is emphasized. |

Potential Uses of Commercially Available Materials. Many toys are

sold to serve one function such as teaching shape sorting. After
looking very carefully at such a product, howevgr, a wise observer
sees that it can be used in many varied ways. Take, for instance the
Playskool toy resembling poker chips. It's main purpose is shape
sorting; four shapes.w%é@%afit into the case whereby the chips are
~automatically sorted by shape and color. All the circles are greeun ‘
and fit togeﬁher in one slot; all the squares are red and fit to-
gether in another slot; all the triaﬂgies are blue and fit to-
gethér in another slot; and all the hexagons are yellow'and fit
together in the last slot. Other concepts which can be developed

. through the use of this toy are:

, 1. Pre-number concepts ﬁsing one set of shapes.

T

moMnoo . s s
| I 2’) K {(teacher model)
' | D @ 0O (child - 1-1 correspondence)
! ; ' ' 2. Grouping the shapes and asking questions such as

"Which group has more circles?"

c Q0 (group A)
() 3 (O (group B)

(AN st

T e -
ERIC | | |
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A

. The rvesponse which the child gives vuﬁl] indicate o . E
the teachevr how the child is pevceiving the two
groups - spatially or using 1-1 corre: pondcncc M) .
determine that the two groups are cquivalent.

assifying., It is difficult to usc ithe oy Jor

sification tasks if 1t vemains as it is. For ;
ance, if the teacher uses the squarcs and the
les, and osks the children to put the ones

are the same togeiher, the children may very E
urately make one gvoup with sguarces and onc
up wiih circles., However, the teacher has no

of knowing whetber the children have made the
ision on the basis of color 0% shape. To avoid E
this djl mma, i one set of the toy all the shapes

could be painted the same color, snd this set could
be uscd to sort by shape. A second idontical toy E
could be purchased with all the shapes painted
anothor color so ithat the two seis togather could
be used for grouping by color.

. 4, Comparing by 03¢u3ng once shape on top of the other
fov concvetely showing likencsses and diffevences.
-5, Patterning activities which helilp in the devclopment
of GGJQHL“J] ovadeving (seriation).
OITAO FTAQ e anm cmmnem

ng which is a prevequisite
ild to make his own res
but a few examples of how one velatively inéxpensive

oy can be used in a variety of ways fov a vavicty of purposes

tep-"cr 1ub1=ng l

Taee? awe many foys which have more thon one use, and this is one
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The list of materials which follows is suggested for
use throughout the school year. These materials should be

viewed as teacling tools which the teacher uses to imple-

ment her goals for the children. Before she can decide
what her specific goals are for a given period of time, the
teacher must focus on what the childrén are doing with the
materials in the room, ho# they are acting on the class-
room environment. Is a child grouping the uﬁit blocks?
Is he seriating them? With what degree of skill is hers
performing these tasks? Is he able to talk about what he is
doing? It is the teacher's responsibility to £fill the cléss-
room with objects that are geafed to the conceptual and
- developmental levels and needs of the children.

Too many materials in the classroom at one fime will
result in overstimulation and thus confusioﬁ in the minds
of young children. A cognitive teacher must be selective
in her choice of materials. Broadly speaking; the teacher's
selection of materials is based on three general concern§:.
(1) hef observations of individﬁal children, based on the
‘levelé of representation and operation and the cognitive
'goal areas; (2) integrationm of individual needs with the
requirements of the grbuﬁ; and (Sf "her long-range goals

for the children.




! SUGCESTED EQUIPMINT AND MATERIALS
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1, Construction Papaw’ (L2M 2z 169)
i
red birown
vellow ' black
blue orange
grean vaouet
2. MNewsprint (15" x 28Y)
3, White Drawing Papawr | (12Y x 10')
I, Manilla wing Papap . (A2M x 189)
S5, Finger Point Poper
S, Modeling Clay
red blue
] yellow grean o
7. Paste .
Yo Vo) u‘:’d(‘:‘. L"?d i’) Boor Pa 3. n’;
ot -
red whidlal ;
yallow brotrn '
blue- block , .
green orange . |
, D Padint Brushes by
2 Yt a . -
: _L)L‘,'ll" 0245 .
< bruohes ‘ VL
1" bruostag s R
' . 1 .
L, Scissors P ¥
‘ blunt v
sharp
11, Crayons
12, Chal 3
L3, Cuulk Board S PO
. L}
10 .&."‘L";.{, g j L3
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QUIET AREA:

1.
2,
3.
L,
5;
6.

7.

8.
.9,

. 10,

11,

12,

14,

150
16,

‘Peg board and pegs o 'lﬁ¢;?.f fuff’.ﬁt
Nesting blocks ‘ ' IR

‘Seriated Barrels

Graded Circles, Squares, Triangles - R
Playskool Jumbo Bea@s% ' . ) 4,125:;‘ 2N,':‘
Cubical Counting BlbcLs . ,::" 'T-: #;ﬁ;;;;*” |
Coordination Board:(d,fﬁéreht'ahapea) :ff;:;:' }"‘

Tabie Blocks o L f@;iiﬂ,f

Plastic Blocks (different shapes,:colore)“~

Stack rings .' ”.l,.’.."

Hammer and Nail Set (Playskool) & =~ 0 ' =

‘Lego Blocks (dlfferent sizes)

Lotto Games
Farm lotto L
Zoo lotto ' )
"ABC lotto
Jumbo lott@(Ed-U-Cards)

Deluxe Object lottd (hd-Unﬁardb)
Fuzzle Lotto =~ On the Farm

Variety of color and Shape gemes
a

Hickety~Pickety (color game by Parker Brog. D
Playskool Poker Chips (color and shape)
Whitman Coloxr Dominces (color}

Go Fish (color by ﬁdnUmCards) .

Telephone (actual phoﬁe or realistic reprgsen%&tibn)
Puzzles and Puzzle Cﬂbin@t' ; o
a): Davelopmental Learnlnv Mattf197$ ;m.:‘
Paople PUale“ el B

Animal puzzL
Shapes puzalna

{ c/&q,f,u/s o1 2 A d&/u/ «
1] ﬂff”f «U/”a,ea»:'

&/@p&,« g& Q:de,ixf .
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R

2
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{
; Tractor
; '\‘0 - .1 AMD
¢ L llp .L.n\.
‘ ’
g
: School Bus '
i ) S
, Tarm
.1 * -y
| Varner
H
i forsa
{ TY o~ e R
i Doy Group
i
: - y , 7 . PO VR [SRPA TN -
17. WRoonks (raalistic to] abstweact)
i ' N
% I T 1 ' ooy D -
j Books should be salected o co
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; watexiate in the classroom, 3,
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Clayskool

Sifo Puzzles

Cavpentec's Tools
Cur Fauvayard oo
Farnyard Animalg o .
Vagetables '
Transporiatdion .
Favorite Toulig
Pyudis
Buildings

Car

Pickup v
Bus .
Farm T

T Set tha

t
i gt Y. e LR AN
D e )b o owm e Ay

Leplones, boao

:" ? KN » .
sleloy, ete.) .
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10,
11,
';20
13.
14,
15.
.' 16°

17,

. Toaster

. Dishes (actual)

Dolls (3 sizes)

Ironing Board

Iron N .q:_.'.?

Doll beds
Child-size stove
Child-size refrigerator

Child-size cupboard

Child-size sink ~ - |  *. SR

Doll bath
Teiephon@?

Doll Carriage

Small table, chairs

Silverware - actual silverware

Pots and.Pans (3 size§)-

Cooking Utensils (actPal)

'Large and small spbons

Large and small slotted spoons -

Large and small ladles
Large and small spatulas

Large and small cake pans
Large and small logf pans
3 sizes mixing bowls

etco

Set of large and s

Set of large and skall cups ¢
HBAUCELS : ‘s
eteo

~

wall plates .

- .

etce ' - l C e,
. ! . -," '.‘-'2".2. BRI
" Baking equipment (actual) .- 00w oo

. e —




f;ﬁi&:-ﬁl;:lﬁggll: .
1. HWHollow Building Blocks {3 sizes)
Ramps %
7, Unit Blocks (3 513@8% vardety of shdyanj
3,  Boards 5
h, Pair of s
5. Balanca Leams
5., Work Pench aud Toolg
70. Sand Table

3. Variplay louse Cym

g it P IS JA RTION
onls (Qfem’“fc Phaythinga)

2ed)

K PR N S ,., \
we  es Ll :':Q

and i

’,.,

9, Olipwon Whael

£y

2 o1

r-..‘

- 10, Rubber Form Anluals

- g .-,-\—-—- r:..l

11, Rubber ZooY Animals

Rubber Family

berwd
v
[y
[~

Balls (3 sizes) A

=
{5
°

1. N I

e

11§ . Ty g S vy -
Dilferant toxtures
Take Apart Doll (Qeantive Pl “quﬁq)

;—-5
;—
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)
(o]
x-J
p—d
Q
CG
o
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2

e
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b) Metal (Tonka Toys; Tootsietoys; Structo; Nylint)

3 sizes dump truck T L
3 sizes fire truck C L

o . 3 sizes garbage truck

' ‘ C ' 3 sizes pickup truck
' 3 sizes auto transport
3

: sizes ceujent wmixers T
etc [ N o : to. ,' Lo o ' )
Miscellaneous ltems: o '- ;}~ﬁ1Jﬁf;f:¥“ﬁ . _
Piano R T T P A S
' Rhythm Instrumento S
Tape Recorder S B T P coa
. - Language Master - A B s B I
\\' , l ' )" i
.‘ ‘ . ;- vt ' ;
p ) 0 ‘ RN
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) . I v ., ,"
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‘wn*ch might easily be worked into 1it,

. STRUCTURE .OF THE CLASS DAY

e following sample dally schedule gives a sequence of
activity perlods, the approxlimate amount of tZme spent 1n eachy,
the focus of each period and the types of goals and activitted

© Dally Schedule

Planning Time-(approximateiy twenty minufes)

. Routine: The teacher verbally reinforces the routine
of the day, i.e., what we do first, next, etc. Later
'in the year some of the children should be able to
verbalize the routine in terms of what comes firstg,
next, etc, during the day.

Planning for work time develops the children's ability
to plan ahead., Planning consists of (1) having a goal

before~hand and (2) controliling impulses while working -

toward that goal, Whthin this planning €ine 1¢ is thz
teacher's responsibility to develop the children's
ability to utilize a variety of materlals; e.g., the
teacher may present 2 cholce of two or three activitices
or materials and ask the child what he would like to

do or use,

" Work Time (approximately forty minutes)

At Work Time, the chilldren work in the area they chose
during Planning Time. During this part of the day the
teacher helps the c¢hild develop his ability to
concentrate, for increasingly long periods of time,

on his chosen task. The teacher should ‘insist that
the chilld stick to his chosen activity untlil 1t 1s
completed and should ¢ry to assure that the child
enjoys the activjty. When he is finlished, the chllad
may choose to work in another areca, but thc teacher
should see to 1t that he changes hls plan at the
planning board. The teacher alsc encoursges the child
to intepgrate the knowledge he gains from wopking In the

Lot )

several work areas,

At any given time, the teacher should worlk only on
concentration or integration, but not both. She may
work onm either with dePGfCﬁt chilldron or with groupd
of children, :

s\

magmi'
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ronn Moet ing

svboAvans The Leacher way provide n apeelfle ponle
¢ontovoad aublvity for Chils aren, Calty, U of Lhice
sloes of one choape I'or o serlatlon actlvity, On the
olthewr hand, the area may be "open™ to the ehlldren se
that thoy may mak

Cafhyy chlldren may make Mmoney" ropresentablons Lo bae
uged In a Lmrpgeenptor actblvity whowe a procory store
has been set up,  Anobher exaaple would bo malclng
vepresontations of food from playdough to be used in
the doll corner,s Certaln mateelals ghonld alvays be
readhly availeblt Lo the children: crayons, selssors,
penclls, paper, paste, shapes for tracling,

Lavge Motor Avea: 'he equipment contalned in this
mvcammhdllow'blocks, boards, variplay with glide, cvlding
boysw—--shiould be used Lo lmplement peedeteritriod moals,
For lustance, vhe variplay might be wsed to teach
apatlal concepts on the motorile level, The teacher
should always select only one pgoal at a time,

Do)l Corner: This Lls a housckeceping unit where the

i lldvsi ¢An assume varlous roles, It provides oxeellent
opporvunlttles for developlng soclodrimatic play slkills,

Quiet Avea: The qulet area 13 that part of the room
whiceh conlalng "table activity" materlals, Agaln, the
materlials ave sclected by the teacher to luplement pre~
determined goals, This area includes such ltems as
unit bloeks, pussles, books, beads, doll houses, rubber
people and animals, and simall cars and btrucks. ‘

n, Meetlng Lor kvaluatlon (approximately ten milnutes)

The purpose of this period ds to develop the child's
abllity to be objective about his work, i.e., to

covaluate his work and to know how to pgo aboul improving
it. The teacher encourvapges the ontlire yroup Lo talk
about what cach chlld has done durtng Work '"lme, Lhe
different ways they have used the material and equinment
"good" things children have donn, how cach chlld faels
about his own work, and how chlldren can work move
constiuctively duclng the next Woirk “ine,

I " T T T I Y CET N W g, L T S » st . * [N T Py e Gamasiiusssmmgg b %
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Cleanup (approximately fifteen minutes)

Materials and Equipment: “This time period provides

an excellent opportunlity for the teacher to reinforce
the concepts dealt with throughout the day., For
instance, when putting the large hollow blocks away,
the teacher may reinforce a classification concept by
saying, "All of the bip blocks go here," The children
also tell why they are putting certain materials in
particular places,

Bathroom: Spatlal concepts can be effectively re=
inforced during this period. For example, 1f the
children are walting in line, emphasis 1s placed on
beside, in front of, in back of.,

Julce and Group Time (approximately thirty minutes)

The children are separated into groups at this tine,
This allows each teachcr (or alde) to work more
intensively on specific goals with a relatively small
number of children, It also allows her to capitalize
on every event to reinforce predetermined goals; e.g.,
when passing out the cookies, the teacher and children
talk about who is first, next, or last.

Agtivity Time (approximately twenty minutes)

The teacher decldes each day whether Activity Time
will be outdoors or indoors,

Indoor: Durlng this period, the total group 1is
Invoived in motor activities chosen to facilitate and
reintorce predetermined goals, Rhythm instruments,
songs with motions, circle games, and ball games can
all be used to express concepts both motorically and
verbally, v

' Outdoor: Swings, a sllde, a merry-go-round, concrete
cylinders (three sizes), etc., can be used to reinforce
goals., For instance, the slide can be used for
motorically experiencing the spatial concepte "up" and
"down", or it can be uscd to develop the spatial

concepts Trirst" in line, "rext", or "in front of" "in.

\ back of" The merry-go-round may be used for experlencing
' "gtarc" and "stop". Outdoor activities can algo glve

the ¢nild opportunities for exporiencing seriation

‘ | - 4] .
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concepty, such as fast/zlow (when viiing ), on
spat lal concantis, such as up/down (when hoppling)

Lt Lo the Ctoacher's rraponsiblllly o chooue tho
. goels Lo work on and Lhon lntroduace approprlato
|

activities,

: Clrele 'Ime (approxtimatoly Clftoen minutes)
1 D L R e Rt B T4 ]
! ]
Thigs portlon of Lhe day 1Ly devoted Lo Mylncdilag..up"
and raviowing the day's worik by tallktng oboub what
! was done, I'his tlme can also be used to rond storles
which reinfovee a upenlfle goal,

t
i

Dismlssal (approximately ten mlnutes)

This Cthae scagment g also viewed as o toaching tlae,
The teacheor any, fopr examplce, encowrapge Lha children
to uslng while thay hve gettlng dvegsed to go home, in
order Lo cuphnolze gconcepts wovked on durliayg the diy-ew
"Put your mittean on your hundr on your haund" could
vefer Lo the spatlal concept "on" o¢ Lo the concept
that "things go together" because they are velated ln
some way. :

Smnary

The dally voutine 1ls the entefl means by whleh the teachars '
implement the goals from the warleulwm contont area of Lomporal.
relations, To thls end, the dally routline Ls made as tanglble ‘
ond conerece for the chilldren as possible, so Lhat they can bepln '
Lo deal with ond mastor temporal concepts, “ne routlne Cor che
class day usually does not vary and 1s ollovoad thiroushout the
school year, wlth the result that the children come to antlespato '
Clmeo pertods and to mentally reconstruct past cvents, This
Invarlance contritutes a covtain predlictabllity to clags days,
and the several definlte time perlods within the day sonlvlbute '
Lo the developmont of the child's conceptlon of Lime sequences

+and lengtho of tine., 'The time periods ace olten set of'ft from
aach otner hy an awditory silgnal, ¢.g., the sound of a tombouevlne, ~
wileh mavks the end of one perlod and the baglnning of another, '

In £following the routilne within the day and from day to day,
the children learn to deal with the concepts heptnning and ond;
they learn to order events in terms of periods of tImey and CThoy
develop en understoadling of the 1dea that time perlods can have
dlrfevent lenpths, The teacher verhally relnforces Lhese poals
tarousnout the class dayy o.5., "What 1o the first thlug we do?"
oir "What tlme 18 1t now?,,.that's eight, It's Llag to pvlan." As
a child's comprehenslon of time ¢nncepts booomdn Nowe uophistilecated,
thoe toachior giradually phases out heae verbel role whilla the chlld
Inerennlngly comes to varbullue hls own gehodules and plang,

. L "2 .
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LANGUAGE LEARNING

In the Cognitively Oriented curriculum, language
development is viewed as a natural part of the concept
learning process. The preschool child has lcarncd the
basic language structurcs; the teaching problem is to
create an environment which induces the child to organize
his language so that it becomes a conceptual tool., There-
fore, language is not taught directly; the goal of the
curriculum is conept development, the spoken word is accep-
ted as a "sign" to be cmployed as a given concept is
intcernalized by thce child.,

The tcacher utilizes specific verbal techniques
to guide the development of the child's languoge as he
progresses from the motoric to the verlial level of
operation, Thesce techniques correspond to the pattern of
language gprowth in the preschool child, which can be
broadly represented as two "stapes," or periods,

In the first period, the child is involved primarily
in motoric interaction with the nevironment, and the
tcacher provides the stimulus for his verbal responscs,

In the sccond period, the child bepins to use lanpuagpe
to interpret, cvaluate and integrate his own expcriences
and then, as he maturcs, to communicate these expericnces
and exchange information with others., Youngper vreschoolers
cngape in "parallel play" durin g this period -- they play
the same games at the same time but do not really nlay,
or tallk, with cach other, though they do usc words to
communicatc to adults, FEventually, language bocomes
"functional" for the child, in the sensc that specech
becomes for him a principal means of social interaction,
Now the child plays "cooperatively" with his pcers and
begins to usce language spontancously to communicate with
other children,

As in al) other aspects of the Copnitively Oriented
curriculum, the teachor must ascertain the developmental
level of cach child, in this case his verbal level, and
adapt her teaching techniques to this level, For the
child who is in the carlicst of the phases of lanpuagpe
deveclopnment just described, the technique used by the teachor
may be called "verbal bombardment" or "verbal stimulation,"
The child at this stape initially docs not rcspond to
verbal dircctions, is slow to rcspond to questions and has
a very limited vocabulary, The teacher suppoarts the child

- 43 -




in his wmororic involveaent srith Oh)th 5ohocanye Lty
thvoueh this process that the chitd bhuiteds he pnenial
magos oF Lhe eanl wor bl vloleh give neandon o his intor-
actinn with the vavivonnent, Bhen the roscher ashts 5000
thing of the child and he dnes nok rosnond, the teacher
nssuaes that the ¢hild Joes not undecstand the velation
botveen the woeds and the aecubal inaves he has of tho
objects and/oce aciions the words conrvesent,  Thay when

the teachee savs, "t 111.\\r your wity o to o youce cubby and

pel your coat,'" and ' uwny doos not ;c,nmnd Lt s necessary
For the teacher to touch Tammy and tead hot to Mer coat
uhileo she gives the vorbal dicection arain,  This is
varbal stinalation; the objeciive in this example is
Shunly to pget the child to respond motnri(ully to a verbal
divection,

%

.
vy

Yhen Cavolyn, a four-yecav-otd, was playing house wvith
Comnin, o thrvee-yeav-old, Cacolyn said, "ot a fork,
Connie,"  Connie just loohod at Carolyn, Thoe teacher took
Connie to the forks grouned on the shelf and sald, "This
Ls o fork, Connic.'" She showad Connice how (o nse a fork,
Jncl said, "Uhis is vhat you dowith a Fork." Then she

sled (onnvu to show her what one does with «a onk. At a
lntbr point the tenchov vould expect Counie to use the
vord "fork," ‘fhe tcacher calls attention to the cgsontlnl
clements of the cnvironnent exnevicnced by the c¢hild by
Laboeling them and caphasizing thoie attributes, This
process s nsed to intensively "Feoad din' Lonmuage 10
the child whitle he s doing an activity, c<peessing a

feeling, ov vesponding to specific situations, The essential

point is that the lanan: ame the teacher cunloys velates
dicectly to what the child dis experiencing; the teacher
tries to poiv her lonenage behavior vith yhat the ciild s
cttonding to as well as with the ¢hild's poneral leovel of
(nnut1on|np Por dinscance, one o¥ the goals for Dacvell
carly in the year wvas size velations,  The teacher used
cvery opportunity throughout the dity to opphasize the
clxdwifigation concepts involved in this coal but ilays
related the 1annuwpc to the uhlld's use of the cavivoment,
vhen a gronp of children was working with blochs in the
large motor area, the teacher constantly neus cd attontion
on the size of %hu Blocher  "Darvell hos a bhia Llock and ho
is pgoling to build a big gavage; tarvy is using the litele
blocks to moke a road for the little cuar."

Yerbal stinulation is used throughout the day to give
the ehild a strone language innut tied to his exneeionce,
Lanounee cannot ho dvpnndvd Unnn to teach a runcﬁpf re
WIEET G @ ta Lakel eh@ Wetive exherionce, T
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Through verbal stimulation, the child is exrosed to
a wide variety of languape pattceras; the teacher explains
the child's actions, her personal actions, and social
interactions that have gained tha child's attention. In
this carly period of language development, children's
vocabularies undergo a rapid expansion, and they bepin to
usc whole sentences, For example, onc three-ycar-old girl
who had teen nonverbal said to the rescarch nsychologist
at the end of a testing scssion aftcr two months in the
program, "Do vou wvant me ¢'ut door on my way out?"

Verbal stimulation can beccome a rcal problem for
children if the tcaching staff allows the method to
supplant rcason and human dignity. Vhen the method was
first bein, developed, onc boy told a tcacher, after an
extended art period with a grecat deal of attempted verbal
stimulation by tihe teacher, "Shut your mouth!' She did
and both werc happier for it, Verbal stimulation can form
a solid base for lanpuage teaching in a program that focuscs
upon concepts, when it is used with restraint,

In addition to providing a verbal stimulus for the
young preschooler, the teacher cexpands his sinple-wvord
utterances to phrases and simple sentences., Tor example,
if a child said, "Johnny home," the tecacher might respond
with, "Yes, Johnny is going home." This expanded sentence
provides acceptance of the child's statement, a lanpuage
pattern which is more acceptable, and encouragument,
Language cxpansion is not carried on in isolation or in
rote fashion but is always tied to the activitics in which
the child is involved., The tecacher mieht, for cxample,
evolve a chant to accompany dishwashing in the housckeeping
area: "We arc washing dishes," repcat ... "First we wash
the cups, " repecat... etc.

During the next period of languape development, the
teaching goal shifts from identifying for the child what
he is experiencing to encouraging him to increcasingly
assume the task of interpreting, evaluating and integrating
his expericnces for Limself. This is often done through
. questioning., For example, somec childron were pouring
water in the sandbox to make "mud" from which they could
fashion shapes., The teacher said, "Now we have cnough
water," One child insisted on pouring more watcr onto the
sand, The teacher began to ask questions: "Is there
water in the sand?" "Is the sandbox full of water?" "What
: will happen when you tip the pitcher?" "Where will the
water go?"  "What will happen if you put too much water in
the sand?" DBy asking the ripht quostions the teacher was
' able to cvoke answors from thoe children that represcented
their efforts to interpret their experience with the sand
and watecer,




Fhite veehal ghivclation and csponsion oee still usad
by the teacher duving Fhis peciod, aueshionine hoeongs
incveosingly mooctant,  Ouesiioning is a (o ol verbal
stinnlations however, the objective iy not sinoly to have
the child male some vochal vesponse but to help hin aso
Lanmuaae to organize Lthe Facts about the vorld he has
Loavned thvoush his activity, [n other words, vharvas
Lofove the goal was to lobel ihe disceete Cacts of the onvivon-
ment, now the toncher stimalates Lhe ¢hild to think, to nake
songse of the vorld by vecognizing the rvelarioas  hatvecn
facts, and to expeess these volations verbally™

fortunately, wany teachers fall prey to questioning
styles that vrobably hamper rather chan stipulate childrent's
Loncuase developnent,  Covhaps most damopina is the conver-
coent question, Foc which thece is only one rvight answer,
The message scens to be, Miss Fhat answer awd you ave rveally
dumb,  "Rhat colov s Brauda's doll caveiage?"  gencvales
only one vight ansver, Lut "Moo can think of soue ways Lo
nse Prendn's doll cavriage?" pancrates o vavicety ol pespon-
sas, all cqually "rieht iFf not veolistlic (aad these can
be tested dpving Vork Tine)., dabirually using the same
auestion Format s another sonrce of stacnation in Tangunge
devoloprent,  Teachers who use a Fow simple pateerns substi-
tnéo casy short-tevm conmunication for move conplex long-
reem understanding,

M the copgnitive progemn, the teacher's siyle of
aquestioning must alwavs take into acconnt the c¢hild's level
of operation, Tt is never cnouch for a Ltoacher to siaply
point out pictuves in a hook and azxk vuestions alone thom,
She must bnow vhether the pictinres ave relovant to the
child's expeviences., T one ¢hild in a group nnswers a
question portaining to the concents illustrated in a book,
this ghould not satisly the teoacher that the rest of the
children know the answer, 'ost inpovtanily, the teacher
should Tormmlate her quastions in snch a vay that the child-
ren bave an opportunity to think about a nvroblem poscd,
Filling in blanks ("The fox is in the ") or selecting
anong options ("Is the boy riding the Ted™ldrse or the
Llue horse?") con be worthwhile excrcises, but thoe froguoent
or exclusive use of such fovmats reprosents a loss than full
awarcness on the tceacher's part of the possibilitics inherent
in a cognitive freamevork,

Verbal stimulation, voarbal cxponsion and questioning
nre also used by the teacher to help the child begin to
verbalizo plans fove Work ‘ime.  An elementary undocstanding
of tomporal and spatial velations nust he developed at this
point, and the teacher would oxpect the ohild to be able to
tell her, for axpuple, that he must climb the steps hetoroe
he ¢an o down the slide,  The child is asled to plan a
periof of Yook Tine activities each day, ¢lving as moch
detail as possible as to the activities in yhich he will
engrage,  Some childron plan to ploy hoase ov do a purzle,
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Illowever, the more advanced child can outline a scquence of
work and then perform it in that sequence. 1§ br example,

a groun of children plan to make icing for ,raham crackers
in the housckeeping corncr, The teacher sets the stage

by talking with the children about what materials arc to be
uscd, how the materials will be used, and the scquence in
which the matcrials will be used. After they make the
icing, the teacher follows up by discussing with the child-
ren what they did, In peneral, at this stapge the more matuve
child remembers what he has done and can spontancously tell
it in the proper sequence. He becomes interested in telling
people what he has done and what he thinks. e is able to
ask questions for information and understand the replics.
And the teacher finds that she can use increasinply sophis-
ticated language patterns as the child begins to rely on
language more and morc to make~ sensc of his ever-widening
expericnce of the world,

Summary

Languagoe tecaching in the Copnitively Oriented curri-
culum is a natural outcome of the way in which tcachers
help children utilize the environment for concept learning.
The language the teacher uses with the child is always
adanted to his level., A cognitive program docs not depend
& upon languape to tcach conepts but rather to accompany

the experiences that build concepts. Verbal stinulation,

verbal expansion and questioning are some of the teclniques
teachers usce to help the preschool child cvolve spontancous
larpuage which he can use to interpret, cvaluate and
inteprate his cxpericnces, and ultimately to communicate
with other pcople.

SOCTIODRAMATIC PLAY

The Copgnitively Oricnted. curriculum's conception of

l the nature and function of play is derived from Smilansky
(1961, 1968). Smilansky believes that the most important
thing adults can do for children, besides loving tﬂem, is

| to pive them meanineful ways to interpret anddcal with the
world., This view coincides with the Piapctian fronevorl
on which the Cognitively Oricnted curriculum is based,

l because in belping. the child develop the ability teo usc
symbols and see rclationships in his cenviroemmoent, tho
curriculum is indeed providing the wcans by vhich he can
interpret and dead with the woxld. Thus Smilansly's idcas

l fit very comnfortably into the Copnitively Oricented curri-
culwn,




Pt tanshy s view, disadvantaged chiitdeen do not dack
expevioncosy  rather Chey are unable to Lio toncchare difloreat
exparviences, interpral thea, and wbilize thoea o probloem solviag
sitnations,  Since play ts perhaps the cluiLd's wose Craquent way
of working through his experiences, Lt tollows that play cin
provide an excellent memns For helplng ha to (owia pow conniildve
concepts and sevategies.  In che Comitively Ocvionted corvicirlg,
rhong, play has a volo similav to language;  that is, play is
viewed as ingufficient by itscelf to assare couaitive developmont,
but it can be nged as a weans Lo voster this development,

Accovding o SmilansKy (1908)}' thave bs a spocial type of
role play which is lacking in the expocionce of disndvantagea
chiddven, This shie calls sociodramaiic play. The critevcia for
sociodramatic play aco (1) @ ¢hild should™be interaciing with
Cat least one other person;  (2) wake-belicve roules ace taken by
cach child; (3) those voles ave cspeessed ia baltasive nction
and verbalizations; (4) actions and veebalizations substituie
For roal objects and concrete sitnacions; (6) there is suwsitwined
verbal dnterection yelated to the play episode; and (0) the play
cplsnda persists Foe upwards of ton winntes, Whila othoe Corms
off play have scue of thcso chartactevistics, they do not huve thoen
all,  Thvough the use of sociedvawatic play, with the opporiuni-
tics dt provides fox problea solving, wo con help vhe child to
?cnsc the relevance aad value of the everyday problens he wmust
CACQ .

Switonsky baelieves thatghis Corm of play is tanght talovme-
ally in "advantagad" howmes but must be tauvght wmowe oxpliclityly
in predchools desioned Yor disadvontaged childeon, IHeor wules of
thimb  for teachiag sociodronatic play ceo that (1) the thomes
chosen for sociodvamatic play must allow for coles of boith sexoes;
(2) those thowes should appenl to childeoun; oaad (3) th2 child
should have scme basis dn his expocience fov celating to the
voles  and behaviors vequired in the play situsiion--for exuvaple,
it vonld be movo wvelevant ialtially to gulde mosw children in
a fiveman, gas-stntion-aticndant oc docowr play scquonce than
Ia ca engilaocer o¢ astwononer sognence,

The majore goals in using soclodvanatic play as a teachling
dovice ave to dovelop the concontrution and attontion skills of
the child, to integeate scrttoced oxpoclonces, ond to ensble ithe
child to vonsidec possibiditics in his mind as woll as with his
hands , that g, %o ongago in "wkoe-bolicve' wathoe thin depond
o toys,

*Sullonshy, Sava., The odfects of svelodyyvntic play on disadv-a-
capsd pre=schivl citildeon, "7 YO T dona iy, T LYhY,
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Wnat abllitiecs ore needed to engage in socliodramatic play?
Smilansky reports that tested I1.Q., whllc related to initial
levels of play skills, is not one of the most important factors
in determining who can participate in this form of play., What ;

" 1s 1mportant is the implicit or expiicit cycle of planning, ;
doinp, anc gvaluating that the teacher, parent, or older adult ;
model provides in setting up the play situation for it 1is
through these activities that a child's abiljty to utilize
soclodramatic play as a tool for intellectunl growth is developecd,

In order to develop socilodramatic play skills in children,
the teucher must:

l, Obscrve each child in terms of the criteria for
sociodramatic play listed above

2, Add to subsequent play sequences only one element
at a time from those elements missing in a child's
repertory of play skil]a

3. Constantly encourage the children to "make believe';
.8+, "You don't need the toy, you can make belicvc."

The following narrative report was written by Mrs, Pat
Nederveld, a teacher who has used the Cognitively Oriented
curriculum, It presents possible first steps for implementing

- soclodramatic play with children who initially have poor play

Bkillso " - ep G Gem owm P W e aes S @ b

"At the beginning of the preschool year we observed our
children during Work Time and found that there was practically
no cooperative dramatic play, When a child did take a role, it
,was a silent one, and there was little real involvement in play
for any length of time, Interaction, when it occurred, was
usually the result of two children wanting to use the same toy!
Since we carefully introduced objects in each work area and
encouraged experimentation with toys and materials, it did aot
take long before the children used the toys. However, it became
clear to us that their use of toys was not integrel to their
play. That is, instcad of using toys as props, they focused on

. the propertics of the toys, so that the toys became ends in
themselves rather than means to an end; for example, rather than
use¢ a dump truck to lcad and unload blocks, a child would simply
raise and lower the bed of the truck until he tired of this toy.
In order to help individual chtldrcn become more involved with
toys and with other peoplec in the room, we introduccd some very
familiar roles--momnies, daddies, grandmas, brothers, etc. We
found that i we took roles ourselves, the children would begin
to imitate what we were doing. Introducing dress-up clothes,
real dishes, and reol telephones was also helpful, Glven thenc
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uidu, the ¢hlldren began Lo vecreale fonlLlar situatlons, At
iyt much ol the role ’)1&j1luf‘4AU an indlvldual ettorty . one
LLbtle i) might-play "mommy™ to hor heart's conbent without
cver  apeaking to another chlld or lncorporating anothev 1ole
into hoer world of play; pradunlly, other role thonmes, such as
daddles lecaving for work, lkilds golng to school, cte, mlight
enter the play, bub Lruo aoclodromntie play noomed a donpg way
of'f,
"Latur In the year, we tried to expsnd on "mommy-daddy"
play by lntroduclnpg roles outslde the famlly. We declded to
gtart wlth a sitnatlon which we folt would be famlllar to most
of our chlldren; since many of our children shep with thelr
mothers ,- we FO1L Lhat grocery store roles would lend themselves
. well to soclodramatle play In the classeoom, We took two fleid
trips to the pgrocery store, The poal for our Firat trip was a
classiflcation pgoul--to look for Lhings that were fnod and
thlags that wece nol food, Wo also saw that all Lhe mlllk was
in one place, al1l"the cookles in naother placao, ete, The
followlng weck, wo went back to tho same store Lo look/at what
people wove dolng n the gtorae, Ve gaw poople buylng faod, nen
puttling food on shelves, women wovldng abt the cash reglaster,
and boye pulting & nd tnto bags. When we got baeck Lo schoonl,
we Ltalked about Lno\dirfornnt Lhﬁnbs that puople were doing at
the store,

; "Tho next day, berfore thoe children came to ischool, we set
up a store with bollow nlocks and bourds An the large motor area,
On the shelves ws pubt enpby food cans and boxaes which we had been
savingj we also used rubber frults and vegetables, Our cash
repglater was a toy, but it looked quiteo real, During Planning
TMime we tallced about what wo saw at the store the day.halfore and
‘also about how we could play in the store that had been set up in
| . our room. #HMany of the children wantod to use the cuash reglster,
N 30 wa talked about how the "cash reglster lady" needed other
people to help her. VWhen we talked about the necessity of having
gomo people come Lo the ytore to buy things, the problem of
what to use as noney came up, so some chiluren made representations
of colns and bills, As Woek Time storted, cne teacher worked in
the doll corner and Lhe olher teoacher worked In the larpge motor
, area with the store, 'The Lcacher in the doll cornor was a "mommy"
. who went shopplng, sclected her food, carricd Lt home, put it
away and prepaved supper, It dida't take loung hefore the tnacher
could vithdraw a bit ond let the otier "monmies" take over. The
teacsher in the large moltor arca also helped the ehildren to begin
thelr role playing-~peoblems such as vho was golag Yo work the
cash ragister and vho wodg golng to put thie food inte bogs had to
bo nolved,

)
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“on subscquent days, we tried to get the chuldren to expand
thelr play and work on a higher level. Instead of setting up
the store before the children arrived, we left more of this
task undone, thusencouraged the children to recrcate the store
themselves. Setting the food up on the shelves provided a
classification problem and 2lso Jet . the children use the mental
pictures they had formed of the grocery stere., The children
themselves introduced telephones and used them for "calling in"
orders, After a few days of store play, the children were
busily interacting in rcal soclodramatic play without teacher
intervention,

"As part of the attempt to bring the children's play to a
higher level, we tried to remove some of the more realistic
things like food cartons and cans, but it was difficult for
some of the children to make the transition to "makec=believe"
objects, Some children used clay and small becada from the
quiet corner to represent food, but most of the three-year-olds
secmed quite dependent on the real food cens, the realistic cach
register and the money representations for their play.

"our store play lested about & week and a half, We felt
that the echildren had really used thls situation to grow and
that we had seen the beginnings of soclodramatic play.”

FIELD TRIPS

In most preschoollgrograms, field trips are considered an
important component becuwase they give the children new and
enriching expericences. hile fileld trips do serve this purposc,
their function in the Cognitively Oriented curriculum is
different, ‘ i

In the Cognitively Oriented program, field trips are made
in order to implement specific goals from the content areas of ,
the curriculum, Since experience with real objects and events |
provides the first step in building & child's capability for
dealing with the world through increasingly abstract manipulations,
field trips are a necessary means for acquainting children with
those parts of the environment-that cannot be brought to the
classroom except through such higher-level reprcsentations os
pictures., For instance, a trip to the grocery store could be
used to inplemont a classification goal, such as familiarizing the
children with the food subcategory of frult. Encountering fruilt
at the real object level would serve as & 8tep toward dealing
“with fruit at the index level (e.g., benana peels represent
bananes) and at the synbol level (e.g., photographs of frult
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veprosent veal fralt) s A rleld telp eould also be nsed to

pive the ehlldven experlonce with vonl ovenbs ov roles og a
bauly for move abstract vopragentoblons, Ifov cunmple, a Lelp
to the tilve statlon mipght be used Lo provide dlveet cxperlonce
with the vole of flvowan ond the coqulpment Chat thoe tlroman
wsesy on the bagly of Lhils expeilence, the chtldeen could anact
A tlreman play scquonce using naike-belleve, Cantasy, and the
othevr ingredioents of soclodvamatle play, )

Teachers in the Copniltively Oeclontod program oftun view
{lold tripas ays haviag anothor, socondovy purposes thoey glve
beachers a chance to checlkk on thae evtent Lo vhleh the ehlldren
carry over the concepts tanght in school to ncw and different
sltuations, [or axample, after vorking on seelatlon of such
qualitlies as fant/nlow, luud/qof y serlation of grantltles to
two, aand clasudficmbion of ttems tn terms of sowme and all, the
preachool proup could toke n tedp to the fire statlon where the
teacher wlght point out that Lhere ave two kinds of slroens,
but that all of them are loud, that somo men $1ide down the firve
pole fast, and soma po glow ({£ tndedd This Ls what the children
nee), Hubher tWan trying o polnt out cvvvybhjny ponsible on
ong trip, the teacher would only polnt out things that were
raolevant to the concepts the children had already cxperlonecod
In sehood (although 1t children spoataneously asked about things
Lhty saw Lhat ware peripheral to the toeachar's geals, the

tanchar would certainly talk about these, too)., If Lhc teachor
fole that theee were other concepts whioch could be meaningfully
dealt wlth at the flre statlon, she could talke her closs to the

stablon apgaln another tlue and cmphaslze theue addltoaal concopta,

It gshonld be underscored however, that the puelmary purposc of
‘the fleld trip Ls to glve the childien apuntttc Ljpou of
cxperionce, and the declnlon to take a trlp Lo & glven place

" should Pollow from the teachaer's deslre to poovide direct

axperionca of a cecrtaln lkind,

o bulld up a fund of experlence of real objects and cvents,

the teachor wight he tempted to saturate the Leglnning ot the
progeam with fleld trips, She should remembar, hLowaver, Lhat
Leaching of any new concept must begln at tho real-object level,

hut that she can soquence her lntroduction of concepts ln such &

way that the childien learn Lo deal with gome of them on highex
lovels while othey conceptn avae belng Introdnecd, ‘hus fleld
tidpa can he relevant at any nolnt duvlnr the prowram,

1
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'IMPULSE CON'TROL

Observations of disadvantaged preschool youngsters have
tended to show a high incidence of two kinds of behavior:
(1) the children flit from one activity to another without
really concentrating on any particular one, and (2) the
chilldren make very little use of the materials and objects in
their environment, To increase the attention span of the
child and to help him plan and execute self-selected activities,
the Cognitively Oriented program seeks to help him bring his
behavior more under his conscious control. This goal is called
"impulse control," and to this end, the curriculum incorporatcs
a three~part sequence suggested by Sara Smilansky. The objectives
~ of thls sequence are Elannin&, doing, and evaluating, and these
have been formalized In the currlculum as Planning Time, Work
Time,: and Group Meeting for Evaluation (see Structure of the
Class Day).

During Planning Time, the child gecidea where he willl wvork
and wvhat he will do during Work Time.,  For some children, this
may mean simply pointing to or leading the teacher to the aresa
(see Structure of the Classroom) in which they want to work,
Other children will be able to state some kind of plan., More
children should be able to verbalize a plan by the end of the
school year than at the beginning.

To make planning as concrete as possible for the child, the
cognitive teachers have devised a technique whereby the children
can "see" their plans, At the beginning of the school year, each
child is assigned a shape cut from felt (e.g., the shape of &
house, a circle, a flower, ‘a triangle). This symbol,”" different
for each child, is the child's "name tag" for a portion of the

'The reader should keep in mind that goals and me&ans of
implementing them are determined by the teacher., While the chlld
is free to choose where he will work and what he will do on a
particular day, his choices will in no way conflict with the
teacher's assessment of his and the other children's level of

. functioning and development, upon which her plans are based,
Thus, if a child should choose to work in the art area, he will
be choosing materials and activities that the teacher has set up
to prepare the ground for or reinforce certain concepts., If he
should choose the large motor area, this same principle would
apply: the cognitive goals are independent of the work areas and
the c¢hild's plans on any given day. »

.*The initial purpose of the "symbol" is to give the child
an identity in the environment, The symbol is .used in a variety
* of ways throughout the day, e.g., on the chilld's art work, on
his locker., The underlying idea is to facilitate the child's
understanding that the symbol represents him and that an objeot
1 can be many different thinge at thce same time,
-53 P
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scehool yeaws A plannlng boavd covered whth Celt nsnd dlvided
Into four arveas correuponding to the work srens in the Clogg e
room (dol) curner, quiel aren, avt area, and large sotor avea)
13 used by tho chlldren to Arplet tholy plang —each arca on
the board has a photograph showlng the covinaponding work arna
and the chlldren place Lhetlr symbols on thig board aftar they
declde whilch arca thoy wish (o work In., If a child completes
an aebilvlty betfove Work Time Ly over, he g axpected to o to
the planning board and place his symbol on tho araa in which
he now wishes to work,

During York Time, the child 1s oxpected to carevy to
compleblon Lhe activitlics he hns chosen., Wien he Cinlshes
one actlvily, he may move on to another work arca aand bhogin
A dlfforent activity, but what is important 1s that he Linlah
cach activity,

Mudng the Group Meeting for Lvaluatlon, the chlldren
dlucuss what thoy did «ii3d how they worked. Agaln, tha egtent
to which this 1s really a discunslon Ln which the childiren taka
an active part depeads on the verbal abllity o cach chilad,
hvaluating findshed work leads to the development of 5elfw
monltoring behavior (obJeetivity)s that is, the chlldren learn
Lo gather and use Information to improve theliy own parformanca,

‘s procens of planning, . dolag, and evaluating fosters
the cehddd's abllity to think ahead, to formulate aa ldea of
what he will be dolng bhefore wadertaking an actlvity; la orderp
Lo do this successfully, the child must leorn Lo contvol his

“lmpulses, to concentiate his attentlion on an objective he has

gat f'ox himsoelf,

NO'E: It may have ocecwrred to the reader Lhat use of a planning
board with symbols for each child and photopgeaphs ot the wourk
arcas constitutes functioning on a velatlvely high level of
veprescentation, I6 might be argucd that It i3 a violatlon of
Plagetlian theory Lo hava the children woiklng on thls lovel
right at the boglnning of the school year, It has, in fact,
becen the oxparlence of tcachers in tho Copnltively Orilented
currdculwa that many of the children have a dlfficult time

with the symbols and plaaning board, especlally at the begtnning
of tholr rirst ycar in preschool, The ecihtld who polnts to a
work area instead of verhallzing a plan 13 not only opuvating
motorlcally rather than verbally; he ls also danonstrating

that hla level of functloning 3s stil) primuclily the object
level, for by pointing he Bhows that he 13 unable to use his
symbol Lo represent himself (the "real obJect") and also unable
Lo use a photo on the planning board to r.prcuent the rea) work
area, The teashers have also fouund LHhat sone ohildren aro
Inltially not able to sco that the nhotos oi work aveay ava
direct rcpreosentations of the setunl) elassroon aveanny bhoy osay,.
"that looks lile the deol aeornor," fnstend of "Mk in the doll
corner," Sinca planning 1s an Ilmportant cemwoncnt oi the
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curriculum, however, the teachers have decided upon a
compromise solution to these problems of operation and
representation: they have suggested attaching photos of the
children t¢ their symbols, and when a child is able to use
his symbol to represent himaelr, the photo may be removed
from the felt shape. In this way, a transition would be made
from a less complex symbol (the child using a realistic picturc
of himself) to a more complex symbol (the child using a feit
shape that arbitrarily represents him)., Nevertheless, some
ochildrcn might still have difficulty recognizing that the
pictures represent them and not somebody who looks like them
or who is wearing their clothes-~the problem in making the
Jump from obJect level to symbol level would still remain.

STAFF MODEL

This scction is not concerned directly with the Cognitivcly
Oriented curriculufq, but more with the conditions necessary for
successful operation of any preschool program,

The actual curriculum activities employed in preschool
classrooms attract most of the attention given to preschool
education. When educators or parents inquire about a particuloar
preschool program, the most frequent request is for specific
information concerning curriculum employed by the project.
When preschool teachers gather at workshops or conferences,
the general focus is on activities employed in the classroonm,
'eg. y music for preschoolers, pets as a preschool unit, eto,

¢ When parents visit the presoﬁool for orientation, or when they
* have questions about the school, the day-~to-~day activities
attract their interests and concern,

There are many reasons for this foous on curriculum, Most
teachers believe that it is specific preschool curriculunm
activities which produce the most beneficial experience for
children, Then, too, curriculum activities are a series of
concrete acts easily observed by parents and others concerned

. Wwith the development of the child. Teachers find it most help-
ful to talk about concrete suggestions which are easily under.
stood, employed and then either incorporated into the program
or discarded for alternative activities, If staff or parvenis
are dissatisfied with the way a particular program is working,

‘ the comnon-sense step is to change what is belng done and to
try another sories of specific activities., Currioulum, then, 1s
the most acocssible part of preschool operation.
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Laplbeldt In thile treadiblonal view of cupvleulwn Ly CLhe
assunptlon that thope Lo a copeeel mothod (cucrlewlum) Lo bo
cmployed which has o dlveet” velatTonship wlth eduantlonal eof-
coma, lmploy tha uame actlvitlies as a mastar teachoer or a progian
whteh "woeks" ond you whll obtaln the aane reusnlis with the
chiddren, Uuse thls partleulary set of rvecords ond the chlld will
Lanavn hody dmagay aee Ghls pioup of JotLlLo ghmes snd dangnogo
whll dmprove, eta, Thic view moy be couched in sophisticated
terma, such ag, "Moatlng the neueds of onach c¢hlld an delevined
by a differential dlagnosls," but Lt comesd to the same thlng,

L ]

he fact of Lhe matter Ls Lhat a good eurriculum alono is
not sulftflclent Lo puavanbeo an adequate and produchive proschool
experlence fou young <hidldyen, The speelldce curriculum cmployed
13 only part of the program, and this is Lrue also of the
Coguitivaly Ortented curelenlum,  Crltlcal, and perhaps even
more cguentlol thon Lhe curdtewlum Ltoelf, 1s Lhe vay In which
the praschool cialr funetlony to produce a preschool experloencao)
that 13, tho wey la which the sbaff handlusg tho doy -Lo-day
dainands made on thomselves and on the c¢hlldven, "Thene conditlons
for oparatlon ave called Lha gtaff model.,

™as sectlon wlll discuss thao role of ithe tencheor and
suparvicor tn moking the progeam atffective, Uhllo nll aspects
of the staflf wodel interact Lo produce a proschool program wvhich
"uovks," thoy will be dlacusuad seporvotoely. 'tho oyl important
¢eiponnnts are '

1, The invalvement of tha teocher dn planning within
the curriculum

2, Particlpation in tho glve and take of a team teaching
nituakion

3o Sunervision by a knowledgeable cuvelenlum supevvisor

O JUIE o Al

PLANMING, fn Cho Cognltively Oviented curdi~ulum Lhe
alassroom teachuer 4s the essentlal element In the success of tho
progrom, Ta resazarch projects uning the aognitive curriceulum
model, teachers do beal with thogo actlvitivu they themernlves
hava ceoated for the use of the particular childven eneo led in
thedle proyram, Rejected cempletely 1s the utillzation of
cwordoulum "seripte" of vhat to Lhink, what to ury, and how to
put a particulnr goal into opawntion, Iunslbond, the aogiliive
surriculum offers a verles of cognitive goals to guldo claussroom
astivity plamning, Glven thils absence of prescrdption, planning
bacomas on oxtremaly luportant funasbtion nf tha teachovr in thia
pyogram,  Suuaesslul vloanlerg weans vhal the teoncher worka within
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the curriculum framework, is willing to focus her attention

upon key issues, and devotes sufficient time to the process
of planning. ~

Planning in the Cognitively Oriented program is unusually
difficult since it requires a knowledge of the theoretical
framework upon which the curriculum is based. Plagetian theory
is difficult to comprehend and does not lend itself to rapid
integration with the traditional concerns of the preschool
teacher, Indeed, it is not directly concerned with education
at all, Yet it gives depth and breadth to a program, and
generalizations from it can give the teacher a way to attack
most educational problems faced in the classroom,

Planning is also difficult because acceptance of the
cognitive program places restrictions on the teacher. The
theory employed by the cognitive curriculum concerning the way
a teacher should teach and the process by which a child learns
limits the teacher's cholce and utilization of curriculum
activities, Not just anything will do. Indeed, it is generally
difficult for teachers new to the program to evolve teaching
activities adequately related to the curriculum theory.

Normally, & teacher employing the curriculum for the first
time progresses through three stages, At first, she is involved
in learning the conceptual framework and terminology of the
curriculum; during this stage she is ?rimarily concerned vith
whether or not a particular activity "fits" the stated goals.,
She uscs familiar teaching styles with typlcal preschool
activities and projects, She dlscovers, for example, that
feeding classroom pots, & traditional preschool chore,
involves elements of temporal relations (time intervals,
time sequences, duration of time, etc.).

This gradual recogaition of the conceptual framework of
the curriculum in familiar activities leads to the second stagc,
where the teacher attaches all possible cognitive elements of
the curriculum to the particular activity in use. For example,
if the activity is baking a cake, the teacher would recognite
that this involves temporal relations -- a time period has a
beginning and an end} seriation .~ big mixing spoon and little
mixing spoonj classification -.. mixing spoons go with mixing
bowls; and spatial relations -- the hot cake-pan cools on
top of the wire rack. Gradually, the teacher begins to sew

that the traditional activities of preschool are simply too

complex for teaching olear concepts to young chlildren who necd
specinl assistance,
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WiLth thds vendlzaatlon the Geachee baoplng to opoente ol
the thlrd stase.  How she selacty ypeclfle actlvitles that
relate, prlnoarlly, Lo one dpecltle cuveleulun goald, OLher o
coneeplts may be ond Indead ocee closely lavoelved, but the
prinary concopt Lo be Laupght Lo kept ag the waeln focus,
Thgtaad off one actlvity cuployod to teach many counltlve
componcnta, many activitles ara developed Lo teaeh one comnldbivo
poal, Lo bo sueceonstlul within the copnltive suveleulum, then,
cequires a wllllagnesys Lo roeviow o)1 aspects of envedeulun
activities in Che light of tha cuvarleulum Lhaory, 'The toachor
must work within the framcwork of the developmeontal thoory,

Plannlng also provides an opportunlty to think about koy
lasues of' curriculum operation within the poogram, A aajor
problem faced in any proschoold 13 the usa of time by both the
children and the teacher, Uhlle ample opporvtunity should bo
provided for the indilvidual child to explore cwrrdceulum relataod
matestala on his own, a teacher must be very active in the
pacing of the propgram to maxtimlze the time spent La school.,
Caraful advanca planidng will assist the toscher Ln veaching
this objective, What 13 tha axact coynltlve goal each aclblivity
Jo to accomplish? What are the Iandleatlons that cach youagutor
has attalned the level of performance uppropeiato to his overs
2ll development? What slmplelr or mora diftlcult alternakive
activitles are roady for posaible use? What ave the lkey words
and skllls that all of tho ataff, Leachers and aldes, will neck
to employ during thils pocticular unlt of currleulun focus?
Advanco planning glves the basle plan of actlon Lo be rolloved
by all staff, It "Lagy" waste Lime whieh can he eliminated, ,
ag whaon groups of children astand In lilne waltiug to go somovhere,

Planning provides occasion to focuns upon elaments that
mipht be overlooked when "playing Lt by car," Por example,
how many deelgiong can be madd by cach child during the activity
being offcred? Does Lhe plannad achtivity permit cach child to
be actively involved? When using cookdng as an activity to
teach. temporal or serlation concepts, what form will the
nebivity take? Making pancalkes on an open hotplato in the room
can be desipgned, with adequate plaaning, to glvo each chlld a
chance to actively pacticipate In the senps involved, Ior
cxample, 1f coeh chlld wdces hle own batter in hia own cup,
he hroo many deolslons to wakej on tho othor hand tcake placoed
carafully in an oven by the teacher ov a sinple ahlld does aot
peovide the opportunity for declsion making by aach individual
in tha group,
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" Planning also permits the tcacher to build in opportunitics
for children to "be in charge," to direct themselves, and to
teach each other: "John, you made the first pancake, you help
Mary with the second," Now John has to make many cdecisions on
how to effectively help Mary.

Through planning, an cducational focus may be given to all
classroom problems, including discipline. The classroonm
environnent and routine, correctly implemented, structure the
child's behavior; that is, areas of activity are clearly defincd

‘for the child, and he knows what he can or cannot do withinnhai,

area. The routine clearly tells him what 1s going to happen
and how it 1is going to happen. Tn the Cognitively Oricnted
curriculum, the focus is on altering the educatinnal program
for the child who has learning or behavior problems. The

" question asked during the planning session is, How can the

instructional program be adapted to the level at which the

child 1s operating? With this kind of focus, there is seldom

any need for additional measures; in the eight years of operation
of the Cognitively Oriented curriculum in Ypsilanti, no child

has ever been referred to other agencies for additional assist-
ance in school adjustment or learning problems, Teachers are
highly effective with problem .children when they have a flexible
curriculum, .

Given the range and importance of the.taachefga planning
responsibilities, it 1s obvious that sufficient tiNeRiUEt be
allottedpher in%freekly work schoedule. . The
standard practice is to prepare plans approximately one week
in advance., Time for evaluating the results of the plans is
always included in the planning and documenting system, (A
sample plan format is given in the appendix to this manual,)

In actual program operation there is general resistancc
from the staff to detailed planning. It is usually easier to
respond to the myriad day-to-day problems as they occur than to
allot adequate time for planning. Basically, & staff momber
must learn to let the bulletin board go avoid that extra
administrative nicety, and focus directiy on program goals,
Planning in detall by teachers is the most essential component
of successful preschool operation, :It'is a difficult task,
but :: is the only way to obtain the desired level of child
growen, ‘ .
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TEAM TEACHT G Wenehees, obdes and rolanbesen woekdng
Copethur Th A alesuvoen and shradng oducotlonal ol wathods
and outlook conutibule a Leachlng Leam,

On the whole, a peeschool elassroom stall functlondng In a
taom teachling &ﬁbbln 1q In n bhetiber poulilon Lo produce supuvlop
Cprogramming Lhan & 3Lail woirklng within a cloovly deflned
hlcravehy,  Thae gonevol Lendeuoy of ony peojJeet donlpnad Cop
at'ticlent oparatlon Ls to ormanlze stalf Inbo levels of pro-
fesslonal vesponaibllity. Thlg ",ahﬂc of ovganlzatlon™ may ba
a natural outcome of professtonal experlence and agpleations .
ond a neod for cleacv-cubt asslpgnnnnt of responatibdlity, but 1t
may also picvent guccedsiul progeamming, In a preschool oparabion
1t 1o oessential that ol) members of the stall attend to ihe
problems of education within the presshool closurooms, ‘Tho
toochlng teaw should be the contev of an angolng fovun vhera
the stoff can discuss currienlnam theoory and adjusgt the cucreleuwlun
Lo the lndlvidual acveds of the ehlldecn, 'The toeaching teanm
Ltself can monktor the toaching baohavior of onch waubew, dovaelop
new and creatlive actlvitles i aceovdance with guuv!<n1um
theory, and In geneeal Cocud upon the ey lasnes that auuab
constantly be kept belfoee the Lotal staff,

When o hieravclileal type of preschoo) stat'€ mode) (whth °

each svalf maaber assicsned a clear..cut fnnctlon 2lonyg levels

of professlonal »aagponsibllity) g Lhe vresult of group plannling,
subJect Lo ongoliy group declsdlon making, suparlor progaaiaming
may cvesult, On 'he ovher hand, Af tha organlzallon rounltsy in

N youdon! Loartilelze ma-nnd l'1lmnotmovltiv saeyou abtitude,
then the propgran will deterlorate, TFor example, onn such pre-
school project had Cour teachers handlling a group of 28 c¢hildren,
The taachers ageaxd to diffee n thely nppwowchu and curleulun
methods, Vhat developed waa aoktal tenahing; Mlest ong teacher,
Lhen another, would conduct tha c¢lass, and nn Liplielt agaeesmont
waa reached not to do naythlag bhnb wuuld upsoet any obbher
toachers That Llg not Lrue tonm ceaching. A hotter altoevnatlve
1s Cor Cha taeum to develop poraldlel teaching actlvitleas
teochers and aldes Leoch simwdtancously, and all work from a
mastor plan devaloped dvering the planning seosuions ond deavn
frrom the best Chinking tha group can produce

Ittls easential that tean teachling he used as Lhe basls
for mutunl develogtent ond progean lnprovemnent, How do wo
best use thias ldea noext veek? What ace the adjusimeals wa ain
make for Charlen ond Mary? WILL you obsarva me then I Loy

G0 -

e — - —



this new classification lesson? Will you hel> me think of two
more activities like this one at the¢ index level? Team teach..
ing is difficult because it 1s hard to turn differences of
opinion about school operation into construoctive progranm
development and sclf-education, It is hard to avoid personality
clashes and authority and control competition, Yet it 1is the
struggle to produce a competent and integrated program that

will result in a superior preschool., Smooth and agrceable
operation seems to prod-ice & program that is dull in application
and has minimal stimulation for and limited impact upon both

the children and the staff, Somechow, the strugigle to be
effective, when focused on the child and his educational neceds
in the preschool situation, is what produces success, Problcms
provide the material that engenders superior thinking on the
part of concerned staff,

A functioning team is an excellent source of ipservice
training. Teachers working together have an ideal opportunity
to observe children responding to specific lesson and program
ideas, They begin to specialize in curriculum areas of special
concern to them, and the information thus gained is passed on
to the others in the program, creating an intellectual challengc
directly related to real concerns of the teaching staff. The
constructive eriticism that results will lead to improved
teaching performance,

Classroom aides must be included in this proccss of give
.and take., Aides frequently do not have an extensive formal
education, and often their expcctations for the childrenddiffcr
from those of the teachers, especially in the area of classroom
discipline., The task of honestly explaining the rationale for
the classroom program and the concrete extcnsion of theoretical
ideas into actual practice are excellent learning expericnces
for both aides and teachers,

Teams of teachers and aides who have developed an adequate
system of operation permitting honest and open personal relation-
ships and candid appraisal of program implementation have
developed a powerful tool. As menticned above, the team can
ba the center of & forum for discussion of curriculum theory,
Reading Piaget sounds like a difficult task, and it is, but
discussion of curriculum ideas derived from this reading can
generato excitement about classroom teaching and whole new
realms of productive activitiec,
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SUPERVISLOM . Adeaquatie supervislon b the most eussentinl
tngredfén; ot The preschool stall model. keCective planning
with cavefu) focus on classroom educatlonal probloms and team
teaching that Dully Jmplements Lhe plang sve made poucible
theough adeguate supervision, dSupervision provides nuapport
to the tepdhlng stolf through asslstnones wlth elossroonm
educatlonal and opervatlonal problems, Ilnservicae teatuwing in
the cuerdculunm theory, "advice and comfort" in coplng with the
administrative structuce, and dilreet facllltation of decloion
making., “The suporvisoe should be an experlenced teacher who
has learned tLhe currelculum throuph ingervice tralalng and
divect oxpericrce in tho elassiroon,

The supervisor s not an adninlasteator and spoends little
tlne In any adminlateative function, ‘''hlas restrictlion s
abuolutely eritleal., I¥ tho supervisor must plve timo to
adnlalstlratlive nattery such as attendonee, astaff pollcles,
communliy Jliatlson, ordeving suppliecs, then sho wlll not be
abloe to provide the support ncceoasary for successful oporation
of the program,

While the supervivor must fond off both tho temptation
and the preassure to be lavolved in administrative worlk, Jt i1s
lmportant for hoer to prescent the teachlag problems to the
administrative groups. 7The supervisor must be willing to apocak

out for the team and to ldentilfy forcofilly to the adminiasteators

the problems that tho teachers focl are roal. [foer example, one

“problem that o group of preschool teachers faced ia a asmall
rural gschoolhouse wag eodents in tho building., The adminiutrutors

thought the problem wns (a) to be expected in a small rural
school, (b) typlecal=:syou can't keep them out anyway, (¢) short
term - when it gets: told they won't be so active, and (d) Just
liko a bunch of women to complain about a mouse or two, The
aupervisor wag the Individual who sald that, regardless of all
the"masculinae” reasons office-bound adminlstrators wantoed to
offee , the problem was real for the team ond therefore Lt had to
be vresolved, 'The "rodent invasion" was actually never satlo-
fectorily resolved, but from the tcacher's point of view the
fact that an effort was ifinally made by the aduinlstrators

vas sufficlent to satisfy them,

The major tansk of the superviisor i1s to pglve direct assist-
ance to tha clossvoom team by underscoring the real problems in
the claassroom, To accouplish thls goal she reviews the plnns

the taachera have propured, observes in tha classroon for cxiended
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periods of time, and arranges for videotapes tu be taken of

- key lessons, ''he supervisor can raise questions for the staff
about the program operation, planning and teaching functions,
In addition, she is the "referee" for the many problems within
the tecam, bringing the difficulties out into the open rather
than allowing them to be smoothed over; since genuine program
difficulties with individual children and among staff are the
basis for program improvement, to smooth them over is to avoild
the opportunity they provide,

From the knowledge and ovefView the supervisor gains in
giving direct assistance to the classroom team, an adequate
inservice training program can be developed specifically for
that team, Discussion of lesson plaris and application of thouc
plans lead naturally into discussion of the theory the curriculum
is based on. Demonstration teaching by the supervisor can give
team members an opportunity to watch their children reacting
to planned cognitive lessons, The vidcotapes, while devasting
at first to anyone who has not seen himself on tape before,

o can serve ag an excellent training device for teache¢rs. The
supervisor can use the occasion to focus upon teaching problems
and introduce solutions from the cognitive teaching framevork,
There is little need to bring in Houtside experts" throughout
much of this inservice training. A well supervised staff that

‘ actively questions, thiat constantly searches for ways to be
more effective wlth children by watching their actual behavior
within the classroom setting, and that takes an honest look at
themselves and thelr commitment to planning and team teaching,
has ample knowledge and resourccs to ask the right questions

* and develop the right activities within the framework of the
curriculum, -

The role of the supervisor is often accepted with considor=
able hesitation by administrators, teachers, and supervisors
themselves., Just why 18 the term "supervisor" used and docan't
that imply an authoritarian role? Actually, any term can be
used, and some projects use such terms as "program asnistant"
or "curriculum assistant," However, the function is the same;
The supervisor is clearly repponsibie for holding the teachers
to the instructional tasks at hand, raising appropriate questions,
and helping teachers find educutional solutions within the
curriculum framework., Tho supervisor serves as tha balance
wheel in the operation of the od?ﬂntive currieculum, maintaining,
through supportive services, dedication and knowledge, the

- momentum that the steff has gencrated,
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CONCLUSLOME . Dong -tova edueatlong) Linpael Ao an unvonal,
onteene ror proscliool bropgrams. - Whlle most prorroms Joolk rood
from the outslde beeawse Lhe chlldren aeem Lavelved, boecange
teachors can stoate how Lhey aro maeeblng the neods of the
ehildren, beesuso parents nay they think e broguam 13 mood
for thole children, and because outnide contsultanty find that
All the appropriate words ave belng used, such ag "meet lng
the child's noeds and providing ifor his soclal and cmotional
growth," tho Pfacty are Lhat most programs do not produce any
lasting Lipact upon most childeens  Jor a solutlon Lo this
vexing problem, the soarch has heen dlrected toward new pre-
school curelcula, One such search has produced tha curcleulum
outlined in this manmal, Oug in thils soctlon, tha stafe nmodal
has been presented as a erltlenl nspect or any suecaensful
operatlon, A good currlculum ls Jmportant, but the way 1in
whilch the curriewlum 1 put lato operatilon dAelovmines the
cutcoma, Planning 18 often scun by profcassilonal Leachers (and
othevrs) an harking back to student teaohing days, Planning
In detatl with toam members and then digouvssing the plana with
A supervisor sounds a a Lhough one never went to collepo or
learned anything about chlldren, Yot Lt is  Juast thts eXposurae
to conastant aelt-dovelopmnont and supervision that protacts
the program, the ohtldrven and tha teachors from atapnation,
Suparvision is frequently loft out of a "wood" oparat Lon when,
toachers have learned to sopa with almoast Inturmountablo
provlems, The point ot whlah fallure boglna, though, 1s when
Che teacher paty bLho "inack" of dolng the)johy 4t that point
oducatlon shifts to tradnlng, and problem anlving to xroutlne
pDerfornanaa, |

A _PRarable

Onc¢e upon o time thero o o Hepd Stavt Teachov who
lived in a Great City. "he call woht out for toachors to
8erve In A now canter in a Great City Vovtloal Slum
(sovernment housing project) whero the conditlong would
bo less than ideal but whero one could glve of oneselr,
The Toacher, who told othurs she wans a Magtor Tencher
stinee sho had a magtoce's dogree, ansveved tha cdll and
took aharge of an lnportant olnsoproow somponent In the
peojoct, She was groatly concarned ahout ler Job rud most
dedloated to 1t, Sha had aluout 30 ahlddren in a space
GChat waas too small, sho had a wcok for the Junch progran,
she had aldes and an assistant tenchor to holp run tho
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program, she had mothers in the classroc to assist with
meals and to observe their children, and she even had
student volunteers from the neighborhood school, Her
responsibilities were great, She had to train her staff
operate the feceding program, supervise the aides, counse
the volunteers and, of course, teach the children, To
meet those renponaibilitiea she worked hard and with muoh
originality., ‘

In order to survive, the liead Start Teacher trained
the assistant teacher to handle the children, She trained
the aides tb: help the assistant teacher, She requested
and received assistance in operating the lunch progranm,

. Bhe held group meetings for the mothers, She gained the
cooperation of the volunteers, She even took the mothers
out to suburvan shopping centers to buy food because of
the low priceés there as compared to their slum supermorkct,
The program received praise from all as an example of

how a good preschool program is operated,

One day, the Head Start Tecacher talked to a group of

Great Men from Washington. She told them all she had done

and how difficult it was and how important she felt the

experience wvas for the children, And when she finished,
one of the (reat Men asked her how she had ever managed

to do all these things. She replled that it had been

very difficult, especially for the first fow weeks, but

then she had got the "knack" of it and was able to

organize everything to run smoothly. And the Great Men

felt they had seen something Good,

The Great Men had indeed secn something Good, but it is
questionable whether they had scen something likeiy to henefit
the children. They had seen a hierarchical preschool organization
functioning smoothly, efficiently, and providing services to the
parents and community, But the teacher had "got the knack", and
the program was so well organized, responsibilities were so
effioclently delegated, that the aearr had probably reached tho
point vhere it was no longer involved in the daily struggle to
meet the needs of the children, This ia vhat generally happens
in education. At firot each teacher has great difficulty bringe-
ing order out of the chaos of problems facing her progranm,
Eventually, hovever, the organizetionul problems are masterecd
and the teachers setitle down to a comfortable teaching routine
in which nelither they nor the children are challenged. The
learning opportunities for the ochildren decrease dramaticallya
as the strugple to cope with the unforesceen is replaced by

efficlient orgenization, .
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CHARUIR WHRITS
HoMis vIS1wS

‘ An Japortant cemponent of suceessful proschool proprcad

1y home teaching., Teachars vight Lhe howza of childven in

thair classes in ordex to Involve thelr wothnrs In the
cducational process and Lo aupgnont and exbtend tha ichool
activities on an lndividual basts., In additlon Lo hone toach.
Jug, child-roaring practicos of Lha porents are dlscussed

W geoup meotings as part of the overall effort to suslaln a

home envbvoument that wil) stlaulate and support the Intollectual
grovth of the chlld,

Thée home teachlng propgram intilated and developnd during
the five ywars of the Ypallantl Pevry Preschool Project (1962-1967)
will be unod as one, exauple of a home teaching progrem, 'The
followlng descreiption of the program s based on an oxtended
interview with Mra, Doana{'eClelland, one of the pircschool
Leachars who way involved with tho projeoct lroughout its
oporation,

PDuring the couvrse of tho Ypallanti ongdot, two goneral
purposes evolved for the home teachings:s (1) To lnvolve the
mother in the teaching process in ovder to glve her a background
of kuowledgo concerning tho educational necdsg of har chlld so0
that she could provide cducatlonal asupport at home, (2) Yo °
implament the cuvairiculum on a one-to-one basls with the chlld

in tho homa, Yn order %o prevent home teaching From hHocoming
meruly a tutorinl session hetwoen toacher and chllid, Lt 1ls
important that thu teachers clearly understand the homo torching
poals and make o conccentrated effort to deal with any problens
that may erise while the mother s leacalnyg Lo bocoma an actlve
participant in the edusatloaal prog¢ass,

RESPONSEKS OF THE TEACHERS .

Toaching in ghotto homea can be a Adfflcult cxperience
for middle~a)ags tenachors, cnprnolally if they ace white, but
mout teachees are uhle to make tha adjustwent, Proupoetive
teachors must bo told Auring thelr cuployment Antewview that
home visits are part of the progyom, and that if they don't
roally feal they would be comiortable doing this, perhaps they
shouldn't teach 1a tho progrom, It 1s luporizat thit toachers

-
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"sort rather than as something to fall

know what they are expected to do, and that they know
they are expected to make an effort to overcome their
initial hesitation. The ldeca of working with the child-
ren in their homes is a challenge to many teachors, but
they really don't know what to expect, how they wiil be
recedved or how they will roact. All teachers feel
approhensive for these reasons, though some don't givo
voice to their feelings. o

After the first few home visits, the parents gen-
erally becamec very receptive to the prog..am, and most
teachers felt much more comfortable in the homes than
they had at first. Bven so, some toachers found it
necessary at times to take the children out of thoir
homes to conduct the sossions. Tho conditions that
prevailed in a home on a particular day could not
always bo predicted, and a teacher would occasionally
decide that there was just too much chaos for her to

. accomplish anything. Some of the buildings and homes

were in such poor condition and so overcrowded that
it was quite some time before the toacher could fit

. comfortably into what she found to be a very alien

onvironmont: thore was simply no place to work in

a setting without chairs and tables, several other
adults and children miﬁht be prosent, the buildings
might be permeated with a disagreeuhia odor because of
a lack of sanitary facilities, the home might be very
hot and dark.

These factors induced some teachers to take their
children on field trips, to their own homes, or back
to school. Our expectation is that teachers will
learn to cope with the situations in the homes and
ultimately thoy will use the field trig as & last re-
ack on when they
feel uncomfortable. Field trips often preclude the

- mother's direct involvement and thus dotract from ono of

the purposos of the session. It was accoptable, howover,
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to oceoslonally vescrve the home vislkts for fleld Calps, beceauuse
most of the children rarely had the opportuntly Lo visit the
places and enjoy the expericncen the teacheors could offew

them, (If At was poususlble Lo have thoe mothey como along too,
theon gho three-way confact of tceacher-mnother.chlld wags not

Joat,

RILSPONSEIS OF ‘TUE MOTIERS

When the projaect hegmi, word, anpread quite rapldly through '
the community. The day of the fdﬁﬂ‘aurveyu Lo selact familles
wlith three- and fourwyear olds, wo saw people on thelr porchos,
but they disappeared as we approached thelr houses, Ve
knocked on doors but nobody would answer, I'lnally, sonchody
would come Lo the doeor and we were greeted with Interest once
we explalned that wo were toschera, The euntlre arca was
hostile at flral because they thought we weore from whal re=
newval or a like ageney., By the next mornlng poople Iin all
parts of tho dlstrict knew who wo were and why we wore knocking
on doors, Bocause they have a deep concern ifor Lhelr c¢hildren,
hase parents were willing to hear what we had Lo say. A few
familiecs did not want to talk to us, and somae fclt that a throoe
year-old was too young to go to mshool, Somelimes we wery Lold
that a child couldn't attend hocause he wasn't tollet tralned;
we told the pavaats that they .ihould not worey ahout this,
that we wonld accept “hefr childran anyway., Tho veceptlvlby
of the majority of the pavents was shown clearly in tha salls
we later recclved from tiothers asking L we could find placen
in preschool for the ehilldren of tholr fvlends,

During the planning stagos of tho proschool propram, there
was o runor clreulating in the communlty that the children we
would be worklng with werve "montally retarded," or "slow
learanars," and this made some parvents unrceecptlve, It scemed
desirable Covr us to avold ustng these threatonlng and minle ding
tarms, If the pavents felt that we conaldared thelv childeen
"dumb" or slow and uwnahle to learn, then we, and Lhey, would
bo dnfeated beforve wo began, So instead we sald that we verae
starting a preschuol for Lhree« and four-yoav-~olda lu ovrder to
find out whether attending school at an cavliler apge would help
the children in school lateor on, .

Generally,; unless the mothoe had had a child in preschonl
hefore and had become intcvestaed in the program, the teacher
lind S0 take moat of tho initlativo in bome Lonching. ost
mothers, war':ing with a teachovr fop the fivnt tliae, tend Lo be
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passive and expect the teacher to know all the answers and
to be the authority, These mothers do not view their role as
partly that of teacher, but rather see the school as the place
where the child will learn, usually beginning at the kinder-
garten level (age 5). The passivity of these parents is thus
.partly a reflection of the fact that at first they do not
know what to expect and arc doubtful that real education or
learning can occur at home, Sometimes, to be sure, the Projoct

. teachers didn't make their functions entirely clear to the
parents for fear of frightening them away--they felt that if
the mother knew she was going to be involved in a significant l
way, she might tend to be "unavailable", But they did tell the

' mothers that they would like to come to their homes ono after-
if " noon each week and hoped they would be there, too, to help,

Most of the mothers were very gracious; they would prepare for
the teacher's visit by cleaning their homes and making cpace
for the teacher to work, and many would serve coffee and food,

- which was a special effort to make the teacher feel welcome,

- ——

The mothers who did avoid home visits did so, not 80 much
because they oonsidered the visits an intrusion, but because
they were afraid that they would not measure up as mothers to

, the expactations of the teachers; they remained uncertain about
. :hat they were supposed to do and how they would be received
. Oy us,. '

It was our experience that most of the parents wanted so
badly for their children to have a better life that they were
Willing to do almost anything they thought might be helpful,
The Project seemed to reprosent a kind of hope for people vwho
were used to very little, who expected their children to fail
and felt there was little they can do, We were giving them
something they could do to help their children succeed,

HOW THE PROGRAM WAS IMPLEMENTED

: , The teacher spent roughly a half-hour preparing for hor

i ‘home visit, She had to think about the child in terms of how

. . he was currently operating in the program and the areas in

which he might need extra work, She would select materials

she fe)! were appropriate for her teaching on that day and for

the child's practice in the skills and concepts they would be
concentrating on. She might take puppets, clay, art materials,

or kits prepared for work on the concepts involved in classi.

A fication, seriation, ete, She would bring into the home a fair

, number of choices, all of which could aid in teaching the samo

o] . oonecept or skill, so that if the ohild were not interested in a

| g particular material or kit that day, there would be something

: else of interst avallable to hlm, The teacher would also bese

- her cholice of materdals on what she kuew from cluassroom experiunce
| ° .. to be the ehild's proferances,
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Mos b ahbrdren had pood velablonships wlth thaole tonchers.
The chiled vould ook Sfocward to the beachee's vialt and bo l
ecpger to see what vhe had brought wlith her kn hoe home-viylt
cosa, ‘fhe taacher would et the chlld select what ho wanted
to do flrst, Decause she had a deplulte plan Ia wiad, sho
could Lmplement hopr goals Indepandently of CLhe ordea n uhleh I
tho netivitlons vere undewvhaken, A Lhron-yoor-old, oxr any child
with a short attontlon span, wonld have to move (rom ona act::l.v:l.l;‘y '

to another faivly quickly, aud the toacher would be able to
spaud only an hour at tho mout worklng dlrcetly with such a
child,: '

Generally, the childdron's hehavior duwvlng the homo visltno

'wag pretty much the same as Lt wous Jn scheol. The adenptlong
weroe thoso children who had Lrouble relatiing to othev chlldron,
Lhose who were shy In school and ifelt overvhelmed by a clans-

. coom Full of childran, and those who were Jahlblted in tholr

- use of donguoage in the elosuroon ond had trouble sommunlcating
with the toochers, “Theso childeen would ofben prove Lo be
much more vesponsiva during the home viglts, Thewao were aso
chlddren who wore very active and dnvolved in tho classroom,
but who appeared withdraun und unvesponslve in thelr homos,
This reuponse often seomed oswoctaled wlih mothers who vera
demanding and Limiting,

i
i

The tencher would try to upond part of her vigit tallklng '
infoemally with the mothor--they would tall, fouv exAanplo,
vhlle tha mother was cooking or engaged in vavious other housge '

hold choves, or thoy might simply alt cdoin and chat at a
sohwvonlant tima, Often mothera would aok questions albout the
materlali. and would want Lo know whers thay could buy themy

a mother might wention that sho had hought a tuy thiat was
gintlar to one tho toachor had bLeought, and thls would glve

the tcacher an opportunlity o Jdlscuss what kiuds ol toys are
hest for helping small children learn,  Soud mobthors told the
teachers thab thay did not ‘allew thelr chlldren to look at
hooks "Just any old Lime", because the ohildren vould bear
them wp, This gave the teachor a chance to talle about tha caro
of playthings in goneral and make the point that vary Incxpennlve
childron's books are available, thae [cequent use of whlch, ovun
at the poril of dastraying them, womld glve tho child the
impoutant oxperinnca of hondling and Living wlih hookn, Yeachovo
and mothers wonld algo diesnss child-rearing practices, the use
of longuage with chidldron, and Infovmation coucening the

! ‘ pendemdo needs the child wil) have when he baging rogular '
. schooling.,
l -470 . '
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If there were two children in the family attending pre=-
school, the teacher could ask the mother to work with one of
them while she worked with the other, an excellent opportunity
for involving the mother in the teaching process,

If the teache¢r had uscd orayons, clay, or scissors and

, paper, she would probably leave some of these materials behind
and encourage the mother to make a little place for the child
to keep and use themj once the teacher had gone, the mother
would probably try to do the same things with the child that
the teacher had done, Before the teacher left the home, she
would remind the mother of the date of her next visit and
inform her of her plans for the child for that visit, indicating
the materials she intended to bring, If the mother had
questions regarding the ochild's progress in preschool, the '
teacher usually tried to report all the positive aspects so
that the mother would fecl encouraged about her child's pre-
school experience.

Because parents tended to be less permissive with their
children and expected much better behavior than the teachers,
- they sometimes expressed the feeling that the teachers were
' not strict enough., One mother said, "You teachersdo too much
huggin' and kissin' on the kids," fhe teacher interpreted
this, however, as "I am happy you reacted warmly to my chila,"
even if on the face of it this mother seemed to feel such
display of affection was foolish, Teachers confronted with
such an ambivalent response should take this opportunity to
discuss their rcasons for handling the children the way they
do, A teacher might explain why she let a child talk to her
in a manner which the mother might regard as "talking back.," :
She might explain, for example, why she had given the yes-or-
. 1o cholce when the parent felt that a child should never say
no to a teacher,

ot

The importance of establiahing¢ngpport should be enphasized,
If the teacher 18 able to adjust toL 6w youngsters home o
environments~-where conditions are probably much different :
from those to which she is acoustomed and, as suggested earlier,
probably disagreeable to her in many respects--~then she will
have afforded herself the chance to work closely with their
mothers, From this will follow the opportunity to provide
help and support in coping with the learning problems of the
children, The parents hopefully will begin to use the school
for guildance, and thls will signify an important change in
thelir attitude, for they tend to think that the school would be
retributive raﬁher than supportiva i1f they should request
assistance or complain, Bringing about such R change in
attitude will in turn be a significant factor in helping the
mothers assume an active role in support of thelir childrena!
intellectual growth, -
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PAREHES AR EINGES

Tha purpose of Lhoge mecbings vas Lo lntlucnce and wodlfy
the chlldwrearing practlces of Lhe parents, This s a
delicate arvea and o diltficult subject Lo tackle, becouse the :
parants Leond Lo gee the mattae Lu quite o ddfferent Light feom !
tho teachors, These maebings Involved mothers alwest oxeluslvely,
Lecause oxlglnally we had many chilldren who dida't have cathuro
in the home, and although the teachers encoueaped tha fathers
to come to the meotlings, only a few vere nble, One of the
school soclal workers dld meet with a swall group of Cathers
early in the program, This pgroup meant a lot Lo the rfathers,
and soma of them aasked us to conbinue having the mectings vhoen
thoir chiddren entered kindergarton,

Ve found that At was hard to talk about child rearing
untll the mothers pol to kaow ench other well onough that Chey '
relt frae to discuss thelr problems, Since oue paventd novmally
did not go Lo many club meetinpgs and did not belong Lo many
soclal groups, 1t toolk them some tlme before Lhoy could begln l
to reel comfortable in pgroup discusslons, At flest w2 thought
that wa should begin with meetings of a differont klad, that
the bout way to get the mothevs togother was to meal forr some '
soclal purpose rather than [or dlscussion, So in the beglmning
wa would go bowling together, ov take a fleld trip, activitles
wieh dldn't really make many demands on the mothers. Ve
discovared, howaver, that the mothers wanted something more l
thon soalal outings, It is & mlstake to assume impllcltly,
as we did, that becausae they do not it comlortably into group
discussion situatlons, thesa porentys veally aro not Intervested '
in talking and leacndng about thedr chlldren, IL wo3 necossary,
then, to plan purposei'ul maotings at tlmes that voere conveuleat |
for both mothers and toachers, ITronsportation and habysltting ’ .
were provided by the school, and refroshments offercd time
i for tonchers and mothers to talk informally,

The first meeting, aftor the initlal false starts, was |
an open houso at which we tvled to explain our preschool program
to tho mothera, This was not very effective because 1t was too
abstract., We then trled talking sbout the propvram and relating '
1t to the school enviivonment while maklng cducational wmaterials
for the mokthers to usge with thelr children.at home, YWhis approach
gavae w3 something conecreto to focus on, Ve discoverad that mont
of the mothers spent a lot of monay on toys and began their
Chrlobmas shopplug enrly. So we ook shopping Lrips during
which we looked for toys and obhor materials that were slmilar '
to thosae we uwsed in prioschood. These Litps proved Lo Lo succeig-
ful, .

. : ' . : '
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One of our objectives was to have the mnthers eventually
plan and organizec their own meetings. We tried to find
individuals in the group who seemed to have the desire and the
ability to take the initiative in contacting the others and
providing refreshments (we would buy the food and they would
prepare it). They would be responsible for seeing to it that
the meetings began on time and that the participants were
aware of what the content of the meetings would be, We
initiated planning sessions with a small group who seemed
interested in assuming these responsibilities., Eventually,
the parents' group as a whole was able to plan an entire
meeting, choosing one person to do the contacting and one to
plan the refreshments; these duties would be rotated, so that
all those who were interested would get a chance., GOradually,
there emerged a nucleus of mothers who were able to plan and ;
organize very successfully. At the end of a meeting we !
would try to decide what the subjeoct of our next discussion
would be, When the mothers began to frecely discuss their
children's school or home problems, their statements often
indicated to us where the next discussion might go. In fact,
it 'was such statements that first gave us an opening through
which we could proceed to plan meetings around a cole problem
or topic that deeply concerned the parcnts,

s

As we matured as a group, we began to get & good exchange
of ideas, and the teachers' ability to organive and faclilitate
group discussion improved. We invited a professor of soclal ‘
work to help us with group discussion, but the parents looked
upon him as the authority, which of course was an obstacle to
their learning to solve problems, So we continued without
outside help and were able to learn how to structure & meeting
8o that all the members of the group could participate effectively.
To do this, some manipulation vas necessary: One of the teachoral

| .operated as a sort of moderator, seeing to it that we didn't

\ stray too far from the chosen topic, trying to change the tone

¥, of a discussion when, for example, an argument threatened to bog
things down, and in general attempt to maintain an atmosphcre
'dn which ali.peruone who had something to say would have the
chance to speak and be heard,

Sometimes, when only & few mothers attended a mecting, the
teachers would get discouraged, but we learned that if tho
mothers found 'a meeting really helpful, they would inform othors
and attendance would suhsequently increase¢., ‘There is a real

: plece for parente meetings in preschool programs if they are
- . handled correctly and if they deal with the kinds of thlngs
that the parents feel are important and necessary.

A
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Mot preschool progean Lo be veally eflffective, home funeiise
Ing and paventys meoblings ave cusentlal, bocounde the ahlld.
rearing practlees that are lufluonced aud wedldled throvgh
Ceachor-paraent contaet ave of curuelal) luportoancs to the child's
acodemle achlevenont and intellocbnal growth, Throupgh sueh
coatioct, tho teacher not onldy Lnparty Jdeoas and penoval
Laformacton, but also comaunlentes, hopefully, n spacial
chlltude toward ehild developmont Lhat tho mother i) use to
support the chlld through hila yoavs In gchooly

wUMMARY:  POINTISRS FOR HONME TEACHING

{\

(1) Teachers make home viaslty as educators, concerned fivst
of all wlth the cducatlonal walfore of the shildren, Yhis menns.
Chat thelr Job will be to lnvolve both the mother and the chilld
In Lthe cdusational procens,

(2) A good relatloushlp Lotween teacher and mother 48
Important to the mother's cultivatlng a botior fenlliny toward
the school, The teacher's attitudoe 1s most lmportant in
cutabllshing this rvelatlonshlp; she must be more than Just a
profesglonnl dolng a Joh, It may tnke soveral visits to
egtablish treust on the poart of the mother, nt only threough
Langt and mutual) concervi for Hhe ohlld eon an effective e
Lavionoshdp be astablished, Often a2 Leachor will form close
Cpevsonal tles wlth a mothor whlly establlshlng a working
velatlonship tn the home,

(3) or the mother's role to become clearly dellined, it
It luportant that the Lipachar be open and divest, Ofteon the
wothar s anklous aboub har aolitid and doesn't know whother
glic shouwld dlselplino hiw whitle the toacher s thove, Tho
tuncher must communlento hexr gonls and expectatlons 80 that the

mother cra feal more relarved and Lhus partlelpaio wore effectively.

(M) The teacher must be able to work in homes whare it
iy be necessary for hor Lo suspoud some of her middle-clase
gloundards, such as tildineuss and piromptnaasg,

(5) It ls lmportant for the teacher to fred free Lo dlscuss
hor feelings end apprehonslons ahoub the progesnt wlth her
cupenrvisor, singe thare may often be times when a bonchov
haecoung: dlubheawvtonad by ohilldren or mothars vho do ot scem
Lo b nupoading,

e
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(6) The teacher must spend time before her visits
preparing for the child and mother, She¢ must take into con-
sideration such things as:

(a) the cognitive needs of the child, i.e., the
levels at which he is operating

(b) the interests of the child (animals, small
cars, eto,)

(c) ways of involving the mother in activities

(7) The teacher must think about the kinds of materials
she will take on her visits and help the mother to see how
she can use these and other materials with her child to
implement cognitive goals on her own. The teacher can also
advilsc the mother in her selectlion of materials,

(8) The tcacher must be ready to cepitalize on Opbor-
tunities for discussions with the mother, She must be prepared
to talk about such things as developing inner econtrols in the

‘children and using positive reinforccment to encourage desired

learning behavior,

(9) The teacher must be flexible in scheduling hono
visits so that she can maintain maximum contact with the
mothers; e.g., to accomodate a working mother, the teacher
woulg have to be willing to schedule her visit for early
evening. ’

(10) The 6eacﬁer must be willing to give extra time out..
slde of school to organize parents meetings, ~
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CHAPTER FOUR

THE ACTIVILY GUIDE

The word gulde is used hore advisedly; this is not meant '

to be an exhaustive curriculum which the teacher can f(ollow

as she would a scuipt., It should not be wveen as prescriptive

* but enther as illustrative, It tllustrates a secquence ol intellec- '
tual development within the framework derived from Plaget's
theory of cognitive growth in children, The gulde gives exmnples
of activiites appropriate to pavticular conceptual focuses at '
differont levels of representation,  These activitics are only a
gampling to bo augmented by the teacher in her dally planning,
based on her observations of the childeen ans thoy interact with '

the environment,

''he cuvriculum guide is presented according to the content
arcag described f{n clhapter one: temporal relations, spatial
relations, seriation, and classification, Near the top of cach
page of the Activity Guide, ithe reader wvill find the Conceptual
Focus, the levol of Repregsentation through which the concept
is Lplomented, and sample Activitics for facilitating the learuing
of the conept through the Motoric and Verbal componaents,

The separation of activitles into thelr nwtorie and verbal
components is meant to help the teacher koep these two modcls
of operition In porvspective as she ts teaching, Tn actual practice,
there s roally no sepacation betweon the motorie and verbal
components, hut there ls a specific sequence for both,  The child
is usually operating on the motoric leval well before he {o using
language. ‘Thevefore, It becoraes the teachers' respounsibility

T to provide the language tor the child's wwtoric actions,  The
child may be at oue stage of the nwteric level and onother slage
of the vocbal lovel, but whatever he i3 doing motov icnlly, it is
always accowpanicd by some form of verbal languiage cither on
the piart of the teacher or the child,

In oedor to bring the overall curitculum fvimework back
Into focus, the threewsided fraroework is prosented again, this
time in ermy of a spmple lesson plan,




-==s==Vearbal

1. Teacher provides verbal
stinmmulus,

2. Teacher provides verbal
stimulus and child
responds,

IndeXewccrccnccccnnw. \» -~ ===Motoric
Object Permanency ' Use of self and
1. Object is par- objects to experience
tially hidden. concepts.,
2. Object com-
pletely
hidden.

Content Areas

BEE SO BN U IPARS WD SRR GINING I B 0 G fim snme
1

Spatial Relations
Conceptual Focus: Body
Awareness and Concept

The content area of Spatial Relations is being emphasized through
the index level of representation. The motoric and verbal componeints
are acquenced to provide an active involvement of both teacher and children
for aiding tho understaading of the svecific concept. The concept in this
lesson is body awarcness; the teacher has planncd an activity involving
the use of body pawts, specifically hands.

The teacher must be careful not to confuse the content areas,
which {8 quite easy to do, especially when there are so many things to
remember simultancously; a concopt taught in one content area may be a
totally different concept in another content area, though the language wsed
to express these concepts may be the same in both cases, Here is an
} | example:

Confusion of spatial and temporal relations, The game language
can be appropriate for activities Inelther of these arcas. For
example, the concepts of first-next-last, used in the sense that
| somecone is first, next or last in ling, define position in space
‘ (spatial relations). On the other hand, uscd in the sense that
e somothing was done first, something clue wae done noxt, and

| anothor thing was done last, theee concepts pertain to ordering
i events in time (temporal relations), It is important for the
* teacher to keep this distinction clearly in mind so that the concept-
ual focus does not become distorted and confusing for the children,

——rnt
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Contant Area
"Classifleation’

Seriation

L]

Spatlal Relations

Tamporal Ralationg

CARLIE Q1 COHITING'S

Concupbual
l'ocun

Rodatlonal
Doucvivtlive
gonorle

Ordoring Slues

Oirdering
Quanfttlonr

Oxrdoving
Qualitlesn

Body Awarencsy
and Body
Concept

Poslitlion .
Divoctlon

Distance

Bapglnnlng and
nd of Time
Intervals

Qudering of
Iivents

Vithin "ime
Porlodg there
are biffevrent
Lenpthy of
Time

level of
Ropresentabion

Index
Symnbol

Indox
Symbol

Index
Symbol

Indox
Symbol

Thdex
Symbol

Indox
Symbol

Indox
Symhol

Index
Symbol -

Indox

. 8ymbol -

Index
Symbol

Tudax
Symbol

Tadex.
Symbol
Index
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CLASSIFICATION ‘

 Relational = OGrouping items on the basis of common function

and/or on the basis of asaooiation. ’

Motoric Experiencet | L

Activities and projects
Use of classroom environment
:Body functions

Verbal Experience: .
same=not the same~different
‘some=all ,
Naming and 1dent1ry1nu objeots=-~things "go
together" beoause... _—

.-lgasorigtive « Grouping items on the basis of commong attributes,

Motoric Experience

Use of oclassroom environment
Activities and projects

Verbal Experience
same~not the eame-dirrarent
some-all
Naming and identifying objects and their
attributea-uthings "go together" because,..

- QGenaric - Grouping items on the basis of gencral classes or

~oategories,

Motorio Experiences ¢
Use of classroom environment
Activities and projects

Verbal Experience

same~not the same~different
some=all

‘Generic names, e.g., furniture, aninmals, vehioleo--

things "so togother” beoause...

-79 -




CLAGS L1 CARTON

Concepbual Focus: Relatlonal

Level of Renresentatlon: Index

AcLIv1t!os

Bramywnag g $ St

Motoric

Ll Aol

1) Civele and rhythm games la)
. auch as Simple Simon anw
Hokey Pokey with emphasis
on body parts and related
artdcles of clothing such b)
3 shoa and foot, mitton
and hond, hat and head,

2) Gooup dold corner materials  2n)
Aoy & cup, npoon and
plate,

b)

3) Two scly of ldentieal) avti-  3a)
- ¢log of clothing like a

shoe, a hat, and a glove}
ona aset ln a "mystory bag" L)
and the other visible to
the child, Chlild feeols an
objeat in tho "mystevy bag"
and identifies LU by pointe
ing to or nanilng the
corresponding objeet in the
vislbleo get’,

o]
~r

uao-o

P g i h & tar o bl et i s § s »n‘».g ’f‘":’iug L A L TR )

Vavhn]

Teacher and proup dicuasss
the functions of the articles
of clothing,

Child beglng to verbullze
the rvelation of artlcles of
glothing o body pavts.

Teacher provides the verbal
stimuluay e.pe, "Theso Ltems
&0 bogcthcr baeciuse wo wge
thoam for cating."

Child tells why 1ltcnsg are
prouped Logether, e.nf.,
"becaune we use thom for
eating,".

Teachor glvas Ilnstructilons
ffor thoe activity,

chlld sdenitles tho
artlcles of ¢lothing,

Child relatens avticlos of
slothing to tha poavts orf his
body oa which they aie worn,

i
]
e s ¢ 0 My, T et & s e suer Y



Motoric

i) Show realistic models of

5)

6)

children pu

a train and train track, an
airplane and airport, and
have the child matoch the
objects that go together,

Dress the dolls in the doll

corner, Teacher may place &
hat on a foot, and the ohild~
ren wlll have to correct her,

Show objects such as a
hammer, nail, screw,
screwdriver, and have the
{ the objects
together that go togcether,

- 81 .

ba)

b)

b5a)

"b)

o)

v 6a)

b)

" o)

that go together here,"

Swt: VimONet  LaAT e T B0,

Verbal

Teacher and children
ldentify objects to ke used
for the activity.

Child tells why he grouped
certualn objects together,

Teacher and children discucs
the relation of the body
parts of the dolls to the
articles of clothing.

Children talk about articles
of clothing related to partil.
cular body parts; B, Ya
shoe goes with a foot,"

Children talk about articles
of clothing Q%E_related to
?articular body parts} c.g.,
'A hat does not go with a
foot."

Child and teacher identify
the objectb used,

Teacher provides verbal
directions: "Put two things
(She
may first demonstrate and
oxplain this before asking
children {io do the task,)

Children state why the grouped
objects are relatedj e.g.,

"We use a haamer to hit the
nalil,"




Motorlice

PO wan 18 mamts Dot MR

1) Use rcal tools or vaazlistle

8)

9)

10)

1 ' B #
F@Y O 1 ne M NiB s MRAE D iime e o, wes'e [ ¢

represontations off Lools in
the way they are actually
used,

In the art area the teacherx
and chlldren Lltomlze the
materlals needed to perform

an art activity; e.g., paint,

a brush, and paper are necded
for painting.

While children are getiing
dressed at Dismissal Time,
relate articles of clothing
to the nppropriaco body
partsj e.g., boots po on
foat} mltbens gor on honds,

Use the classroom 2uvivon=-
ment and clothlng avotilable
to rolate activities to the
1lothing proper for themg
.30, & paint shirt goos
with painting, an apron goas
with cooking,

ve 82 w

Vorhal

oAt Sies s meg B

Ta) Children and teacher ldent )£y

h)

3n)

b)

9a)

bh)

b)

tho Lools; e.g., "Thls 1y a
hamner,"

Neachor and chlldren Lell
how the Lools aro used; m.w.,
"o pound wilth a hammuv "

Teacher asks quostlons such
a8 "fhat do we need to palnte"

Children tell) what materlals
they ncoed, and, whcen Chey
have finlshed Lhe actlvity,
tell what mateerlals chey
have usod,

Teacher and chlldreon sing a
songg whlch relates artloeles
of clothlng to hody pariis,

After children ave dressed,
they tell what they have done
In terms of which arxrtlcles

of ¢lothing and body parvts

40 together, 'This may 2lso
Involva a temporal sequenceoy
"Firat I put my hat on my
haad then I put my boots on
ny rcelg then I put my
mittens ol my hands,

Tencher and chlldrun Jdentify
the varlons articles of
clothlag by nanmne,

Children exploin tho relation
of* tha articles of clothing
Lo activities or Jobs,

ot —— ———
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B et Y
. *

11)

12)

13)

Motor;é

Use the classroom equip=-
ment in ways that show how
objeots can be used in
relation to other objects;
e.8., blocks can be used

to make garages or roads for
trucks; a stove is f'or cookw~
ing food in pots and pans;
ve draw with crayons on
paper.,

Continue using the class-
room environment to
emphasize relational classl.
fication; e.g., dishes and
cups go togetherj cars and
trucks go together,

Children build a house in
the large motor area or play
with the doll house in the
doll corner. The emphasis
should be on the things that
belong in a house, and the
children should be encouraged
to put household objects in
their proper rooms, e.g., &
bed in the bedroom, Some
children will be able to

use representations of
furniture that are less
rcalistic than actual doll~
house furniture,

1lla)

b)

120)

b)

).3a)

b)

)

- 83 -

.bedroom,"

verbal

Teacher consistently
emphasizes the relation-
ships between the objects
the children are using,

The children say how they
are going to use the equip-
ment and why they are going
to use it in a particular
way; e.g., "I am going to
build a garage with the
blocks to put a car in.,"

Children give rcecasons various
objects go together; e.g.,
"Cars and trucks gotitogethey
because we ride in thenm,
Dishes and cups go together
becagse we use them when we
eat,

Children should be encouragcd
to give specific uses for
some objects: e.g., "Dump
trucks carry and dump dirt."

Children and teacher identify
the objects to be used in
the activity.,

Children tell why these objoctt

go together; e.g., "They all
belong in the house."

Children verbally relate

the household objects to the
rooms in which they belong,
©.8., "The bed goes in the
Teachoer should
point out that some ohjects,
such &8 & telephone, may be
placed in any room, ‘




CLASBIWICA'LLON

Concepltiual IFocus: Relatlional

Lovel of Representation: Symbol

‘Activities
lotorie f chpg& J
1) Show tool or other objeet and la) ‘Peachor and children tdontlfy
have the childroen perform the the objects peesanted,
appropriate action wilthout
uslng the objJect; e.z., the * b) Teacher prov1dca the varbal
teacher holds up a hanmo and stimulus; e.pg., "What do we
" the children "pound" with an do wilh a hammor?...Pound,"

Inmaginary hammer,
6) Teacher thon asks children
to show her wvhat we do with
A hammer, and children molor=
encode the actlon,

2) Children group plctures cut 2a) Teoacher and chilldiren ldentify

fron magazines to show the . and discuss the plclures uned,

relation between hody parts '

and articlos of clothingp b) Teachor gives verbal ine
€sffey O Platurae of a shoe structions for performing

would go with a plcture of the activity; e.g., "Put the

a foot, plctures together that go
. together," :

¢) Children tell why they placed
cortalin plctures topoethur;
@.5+, "A 3hoe poes-on a fodl,"

3) Teacher shows pilctures of 3a) Teacher and children talk
various artleles of c¢lothing about which body parts the
ahd chilldren pontomime pute depleted articlos of clothing
ting clothus on themnolves, belong to.

(Thig 1s motor-ecnceding))’
h) Children tel) what actlon they
arae pantomiming, c.t., "I am
puiting on my hooks,"

0) Childaven tell what thoy did

- vhen thoy finluh' Cuffey T
: pué on my hoota,"

- B0
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| Motoric , Verbal
1 4) Following a field trip to la) Children and teacher docide
qi‘ a fire station the children which roles they will take,
‘ . pre=enact, in sociodramatioc
play, what thoy sav, b) After child has chosen his

role such as drilver or coolk,
: he tells what tanks he will
' : perform in this role,

1 6) Child specifies what equip.

%, ' ment he will need for his

1 role,

f 5) Children classify picture 5a) Teacher and children identify
cards and/or lotto cards . the objects in the plcturer,
which 1llustrate the re-’

g’ lational activities described b) Childron tell why two pictures

' for the objcct and index go together, e.g., “The palnt
levels; e.g., & picture of a + 8shirt and painting go together

( paint shirt goes with a picture because, you vear the shirt
‘ of someone painting; a plecturec when you paint,"

. of an apron goes with a plcture
T of someone cooking. The
{ activity may be extended to

inoclude motor-encoding by

. having the children "act out"
| . putting on an apron or cooke
' ing after they have grouped
the picturvs that go together,

6) Use teacher-made or purchased 6a) Tocacher and children identify
pictures.that require the persons, cquipment and
{ , child to match people and ‘  activities deplcted,
l their jobs, (Ench set of
pioctures may be constructcd b) Child states why the pilctures
as & purzule 8o that the go togethsr, e.g., "lhe
{ pictures interlock,) fireman and fire hose go to-
B gether boecuuse the fireman
' uses the hose to put out
} the fire."




|
i
|
l
|

Fane Ay s .

1)

8)

Hotoule,
Use pleturaes of housichold
Loomsg ond "obher Ltemsg,
Children gseloet all the
household Ltena from Che
ot of plchuv¢a. Jah
chithd da ohon plvily ong of
the pletuees Lo notox e
codny Q. & chdld 1y
glvoen & pleture off a wmop
and ho panbeontnes wopping,

Childeeon make nodels vsing
¢lay, vlaydoush, and draw.
Jags of houschold LLems that
ava relaiod Lo coch othor

I some way.,

.o 06 »~e

I
L]

* '
PR IS Y T I T Chee ¢ Tigv ek 1T g @ ek B b had 0de, I

1)

¢)

8a)

b)

y‘,}, } ’!?; -,»'a]'o
Chi ldren Ldentli'y pleturag
as Lhoy selecet thcn from
the mroup, o.p,, "hils is
o nopsy Lt g weoed In the
housn "
Vhen a collochlon of pletures
hag haen prouped, the chilld-
rean Lall why they o topelbhes

or how thoy are tho name, e.g.

"hey are ol used In the

houge'; "ihey ave all wsed
for cleandng,"

fihide motov-encundlng, chllds
ran are exconedged to j

explodn what they are dolug,

@effey "I 0m moppilng,"

Childrven teld whot thoy
are golng Lo make and name
the matdrinls they are golng!
Lo usa, .

Chlldren Ldenttfy what they |
have made or drntm and Gell
how these chjoets are ra-
lated; e.g., "I deow a pnall
and a wop for celanndag the
floopr,"

1
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CLASGIFICATION

Conceptual Focus: bescriptive

Level of Representation: Index

Activities

Verbal

. 14) Teacher tells children
that some of the sclssors
are dblunt, so they go to-
gether in one place; sonc
of the scissors are sharp,
80 they go together in
another place,

1) Cleanup,

b) Children are encouraged to
verbalize the concept that
some things go together be-
cause they share a certain
attribute, Child says,
"Phese scissors go in this
cupboard because they are
sharp.*

2) Julce time: Children

sort cookies to illustrate
the concepts "4all" and
"some" as a means of
classifying by the
attribute of color,

Teacher shows children a
group of bilg cars and &
group of little cars, and
removes one group or pert
of a group to illustrate
the concepts "all" and
"some" as a means of
classifylng by the
attribute of slze,

o 87 w

Teacher tells the children,
"All the cookies are in the
basket bnt some of the
cookles are brown so they
belong together; some of the
cookies are white so0 they

‘belong together,"

Children are encouraged to
tell why they are sorting the
cookles in & certaln way.,

Teacher and children identify .
the objects used in relation
to thelr size; e.g., "Thic
car is bipm."

Children 1dent1f¥ the mlsg-
ing cors; e.g., "All the
big cors are miaaina," or
YSome of the little vars
arce misning."



Botorle Yorbal,

) In the Qulet Area use beads h) Peocher and chiddvsn dlscuns
which are the same shape beads In tovms of glze, .8,
and ¢olor bub aro differcont "Ihls bead Lo bilg,"

In slzae, Have c¢hilldron sort '

beadn according to slze, b) Teacher provides the gorting
Qe blyg bBoods po togethor Ihviruetlonay eug., "Rut 210,
and 1little beads go togethow, the Llp beads together,”

¢) Children then tell why the
, bends dn a pavticular group
ave the somey o.¢., "Thoy
are the same because thay
ave all big."

! ”

5) Uce arrival tlme or any time 6a) Teacher and childven toll -
when chlldrien ave together as vhat colors thoy arvae weaprw— )
"~ asguoup to deal with colors lng in torms of "same" and |
in teems of the clothing tho "l rrevent " |

chlldren are vearing., Songs _
can be adapted foi this, eus., 1) Teacher relates "gamow

"Mary has a Red Dress," dilforvent”" and "all-some"

Thin actlvity should bLe ox- to solovs, e.g., "Aldl tho
tonded to inelude the cone shilldron who are wearing this
capts "all-asome," "samo- enlor (red) stand up,"
aifferent,” , Teachor caphaslzes coloe noua,

¢) Children ralate "goma-
difcerent™ and "all-some" to
colorg: "I have s red shivt,
Tt 13 the sane color as

) . Mavry's deesg,"
6) childven group matarlials 6a) Toacher nad children identify

such as boads and table the shapes,
blocka by shane. (Use objocts
that ave the same silze and b) Weascher gives insteuctions
color so that shapa 1s for the activity, o.g., "Put
the only uttribule that the oneg that ave the game
varies, Lopaethor,"

¢) Chlld explains why he put
sartain objeebs togethevs e,
"lhey are all vound," or
"lhey ave diivarent, ‘hey
ave not nquate.




Motoric  Verba)

[ T 1N

7) Use plastic circles, squareaa 78) Teacher labels the shapes,
triangles to emphasize "same €.+y "This 18 a circle; this

and "different" in terms of 18 not a circle,"
shape, (Do not vary the
color and size.) Work on b) Children and teacher labe).
only one shape corcept on a the shapes, Children tell
given day; e.g. oen ok why they are putting some
.dng on the c@pciq, the other shopes into one group :nd
shapes are "not circles," other shapes into anotiier--.
Children sort shapes into "These are the same, Thesc
two groups, e.g., circleu are different,"
and "not circlea," :

8) During Cleanup, teacher 8a) Teacher aska the echildren to
emphasizes grouping by the gather a particular size of
attribute glue. an object to be put away,

e.g+, "Find all of the 1ittlc
blocks," "Find all of the
big blocks,"

b) Children tell which sixe thoy
arc looking for,

9) Children group familiar 3a) Teacher and children identify

obJects eccording to the the objJeets used and their
attribute color, , colors in terms of "same"

and "different,"

b) Teacher tells the ehildren
what to do, e.g., "Put all
the cars together that are
the same ¢olor."

: ¢) Children use the concepte
"same" and "differcnt," "a))"
and "somec" to explain why

i they groupcd the cars as they

[
) - 89 .
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Motorle Varbal

S L vl i A ndl Bt 15 W e ol e 4

10) Chlldron £ind obJeets in tho 10a) "eacher glves the Instiuctions

room that have dlfferent (o1 tha activity, c.g., "Tet's
shapes, 0., squora tiloes rind dlfCeront thinpgs din the
on the floor, round tablog, room which have the shope

of a uauprg."

bh) Childien name objacts and
shapes, e.p., "lhe lights
are pound,"

11) Emphaslze shape, color and  Lla) 'eacher drows attention to

slze 1o all the work aveas - tho ohape of ohjects wilth

durdng Worlk ''tme. which the childiren ave play-
ng; e.., "'his house 18
pauare "

h) Tenchor anks quaestlons while
chlldren arve ongaged In an
auaiviuyﬁ ., "hat ushape
13 thlg'

0N - ,

e -




CLASSIRICATION

Congceptinal Focus: Descriptive

Level of Representation: Symbol

Activities
Motoric
1) Use pictures of big and 1la)

little cars, trucks, or

other articles the child has
dealt with at the object and b)
index levels; have the child

sort pictures into two groups

in terms of size,

2) Child uses clay to makc 2a)
different shapes and then
sorts the objeocts into '
groups by shape, b)

1 3) Make several coples of a 3a)
: child's symbol, eanh one
a different size, in order
: to have the child deal
! ~ with size es an attribute
v 5 (and to help him learn to b’
. use his symbol),

c)

-, el
»

PR )

ERIC

Full Tt Provided by ERIC.

Verbal

Child identifies the
objects depicted,

Child identiflies the two
groups: "These are the
same$ they are all bip."
"rhese are the same; they
are all little."

Chlld identifies the ehapea,
€.8s, "I'his 48 a circle,”

Child tells why some objecto
are the same, e.g., "They
are the same becausc they
are all circles.," Teacher
should encourage the use of
"not" statements; "These
are not the same because
they are not circles."

Teacher discusses the fact
that all of the symbols re..

" present the child, even

though they differ in size.

Teacher comments that some
symbols are blg, some are

1ittle, while all are the

game shapc and color,

Child verbalizes the size
relationships of his symbolo;
e.., "All of these are tiucko")
(1f his symbol is a truck),
"Ad) the trucks ere red,
Some arce bip ond some ave
little," :

CHN AP e, ovunps




dotorte

4) UYse a variety of iames in

5)

0)

which c¢olor 13 an intogral
part, such as colorod
dominooa’
"Go Wah", to Leach eolor
awarenosdg, Stullar actlvie
tiey moy be used to téach
shapes and/ov slzes,

Teacher glves each chlld a
cutout i'rom construction
paparj these may vary in
shapa, size, or color,
Vary only ong atizxlbute

in any givon actlivity.,

Use activitles which in-
volve slzo and golor, IMPor
example, cach c¢hild draws
three cilreles of different
slves and then colors each
clrcle a differant color,
(The clrcles can be used to
make mobiles, anowmen),
Then, have the chlldren
group all tho circles they
have coliectively made
according to asize or color,

ha)

"itekety Plckety",

h)

)

5a)

H)

c)

\)af.l)

)

c)

a2 =

Verbal,

Peacher tolls the children
how to play the pome, o.#.,
"Put the dominoes that are
the samne color togothaer,"

Childeon tadd why they geoupad
ltoems together: "Beeause
Lhay ave the same colov,"

[ ]
Teoacher uses names ol ¢olors
to relnroree the children's
responsed: "Yes, they aro
the same color, "They are
all red."

Teacher and children idontify
the shape, c¢olor, or slze of
aach other's culouty, 0.53.,
"Pony has a clrvaelo.”

Teacher glves commands, @.p.,
"liveryhbody who has a clrecle,
stand up." (Teacher may
provide a moded) by holdlng

up a olrecle and standlng up,)

Bach ¢hlld Cells whal he has,
@.g., "L havo a glrcla,"

Toocher tolls the cehlldren
what to draw,

Children say what they are
doing, e.., "I am coloring
the little circle blue,"

Children describe the aclrcles
in toemg of slze and color:
"'heowo are n)l littla clrcles,
ey ara nll blug."



Motoric Verb~l

7) Teacher uses cutouts of 7a) Teacher and children identify
squares and circles to . shapes, slzes, and color, ,
+ . provide two ways to claussify -
(8ize and shape): b) Teacher tells the child, "Put
. ' the ones that are the same
o] OO N ‘ together,"
(all red) ‘ | *
¢) Children tell vhy they grouped
Children classify by size: the squares and cirocles the
. zfg they did: "ghey are al}
. 1@ same size, hey arc all
Oand (10 ciroles,"

Children classify by shapes

[] and OO

Teacher may need to help the
children to sece the alternatives,

8) Teacher draws incomplete 8a) Children tell what the shapeo
shapes which the children ' wlll be before completing them,

complete and then group: )
" b) Children tell what they must
Croug HOMOV to to complete the shape,

. "I have to drav a
The teacher may also use the ©+C. &
children's symbols in a Btlaiaht line,

similar manncr: ¢) Children classify drewings
according to shepe; e.g.,
rf—l-—_-aw "I'hese all go together he-

"I'his one is differcnt, It
is not a square, It 15 &
circle." :

5" cause they are sguarves,"




Motorle
9) A group of childven plek
shapes to trace ovr draw and
Lheon put soeveval shapes Lo
gether Lo wake a pleturag
Qofe 'R

-------
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9a)

h)

Viebal,
Childyron LdentlCy the shapos
vhille they are drawlng thom,

Children Lell what objaat
thoy will make with tho
shapes, e.ge, "I am golng
to make a wagon,"

Chilldren tell vhat the shopes
waece wused for In making the
pletures, o,4., "I used
slealas Yor whoels M

— T E ] L



CLALSTITCAYION

| Conceptual Focus: Generlo
Level of Represcntntion: Index

Activitiern
Motorie ; ' Vorbal.

~ 1) During Cleanup, emphasls la) Teacher and chlildren identify
should be placed on putting the objects in the preschool
materlals in thelr proper which are included in one
places according to gross class, Teacher gives the
discriminations; e.g., all rule f'or the classification;
the vchicles-=~cars, trucks.-~ €.8., "Vchicles are things
€0 in one place, . that take us places,"

b) Chlldren begin using the rulc
to classify things, e.g.,
"I'hese go together becausc
they take us placcs) they
are all vehiclesn."

2) A collectlion of toy ve- 2a) Teacher usces the conceptn
hicles and furniture is "all" and "“some," "same" aud
sorted by the children into "different" to hélp the
two groups, The two groups children group the objects,

should be taught separately, b)
80 that one group is always

a comparison group; €.f.,

to teach the class "vehicles",
the second group (furniture)
would be dealt with as "not
vehicles,"

3) During Cleanup, while child- 3o) Teacher and children identify
ren put dressup clothing the artlcles of clothing,

away in the doll corner, 0" - "oy
reinforce sub-cavegoried of  ©) {pacher utve, "I 18 ol
Eg: gxﬁzelﬁ category are for women, so they ull po
oLhiing. together herej these clothes
are for mwen so they all go
together in another placc."

¢) Children tell vhy they are
putting some clothes In onc
place and othey clothes in &
differceut place: "Uhese arc
al) the game: men wear then;
"Ihese are dilflerent, vomen
weur them"; Vione of theue
erve for voman and sone for
men, "

Children tell why they are
grouping particular objects
together; e.g., "Ihey are all
the samc¢} they are vehicles,"
or "Some of these arc diff-
erent; they arc not vehlcles,"

il

oo Q8§
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ChHAYN

SECLCALION

Conceptual Focusg: (encelo
Level of Representatlon: Symbol

Notorie:

1) In the art arca, the child.
ren use clay to construct
representatlions of objects
froin ono general clags, such
ag vehlcles,

2) During Work “ime, the
chlldron use objects to
repregent other objects,
.3+, & block for a car,

. 90

L)

)

2n)

b)

Verbal

Teacher talls ehildren to
make different kinds of
vehicles, and chlldren tell

whal they ave polng to make,
@.8., & cai'y, an aleplane,

Children tallk about the parts
they will aced to make the
whole vollele, e.g., wheols,
wings.

ACter several children have
completnd thelr project,

the tceacheir asks questions,
such as "llow are these the

same?"  "How are thay
diffevent?"

Teachor sumgests to the childe
ren that they make-believo
the blocks oare yvahlceles,

Teacher asks a chlld what

kind of' vehiele hls blocks
repreascht, Qhlild tdeatlidce
the blocks o3 cars, '

Toacher encourapgos the child
Lo extond (ho activity by
reprocenting other kinds of
velilales,

b o i St

ot e



. Motori€

3) Children select magazine

pictures of articles of
clothing and then group
them according to whether
they are men's clothing or
women's clothing,

Using clay, orayons, paint,
,ehildren make representations
of such items an tools,
clothing, furnlture, The
representations are then

used for a classification
task, such as grouping the
items in terms of "swie"

and "different,"

“ 07

Verbal

3a) Children identify the artiedes

of clothing deplected,

As 'the children sort the
plcturcs, they tell whether
the plectures show men's or
women's oclothing.

Chlldeen dcecide what they
want to do and tell the
teacher and other c¢hildren,

As children are engaged in
thoe activity, the teacher
should encourage them to
talk about what they are
doing.

When the initial activity is
completed, the childien dis.-
cuss how éheﬂr representations
arc the same as those made

by the other children, o.g.,
"hey are al)l tools," ’ and

how they are d1rfcvcnt.




GRIITATLON

Ocdavdoy of Blues (ap o our)

Hobovle Mxpevlenees
Pody wovoments
Aablivitlon waad proJaets
Usw of' elansroont onvy conmaat
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Dhpgeddbtde (LLEVe, blgaor, svou Ulpsoe, Hlugmost)
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tall-short
hlghedow ‘
long-shovrt
Tat-thin

‘
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[lctoxrle Dxperience:
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Concentual Focus:

SKRLALLO

Level of Representation:

1)

2)

3)

W)

Index

Motoxric

Children Interact with
classroom equipment, e.p.,
big blocks and little blocks
or big dolls and little
dolls,

Take field trips for the
purpose of reinforcing sine
relationships, e.g., trip
to a farm to obhscerve big
covws and little cows,

Children bulld blg houscuo
and littlc houses or big
sarages and little paroagen,
This actlvity may be ex-
tended, 1f pouslble, as &
onc~to--one correspondence
activlity, e.ge, Ll curs
for the blg garageu,

Teacher shows child.a bilg
hand and a little hand frow
& blp doll and a little doll,
reopectively. Child puty

the little hand on the
gmaller doll and tha big

haud on the larger doll.

- 09 .

1a)

b)

2u)

b)

3a)

b)

ha)

b)

Ordering Sires

Verbal

Teacher consistently and
constujitly verboalizen the
slze relationships,

Child begins using teris
to differentliatce the slzes,

Teacher provides the verbul
stimulus; e.p., "This cow is
blg; thls cow 1s pot bigy,"
Child verbalizes the siue
relatlonships, ‘

Teacher supgests an acllivity
In terms of utlllzing
different slnes, c.g., "Let's
make a house that ls bilp

(not bilg)."

Child verbullzes what he 1s
godng to do or what he has
Just finished. The tcochew
should encourage use of teri
vhich relate to slzc,

Teacher gives the verbol Ine-
structions for the activity
and alds the chidd In
respording verbally.,

Chlld 1dentifics the big hand
and verbally rolates it to
the larger doll; cinddd ddoentl:
fieo the Little hand and
verboally relotes At to the
smaller dold, He thus deteus
miney' the slwe of n objeet
from gne of Aty powts,



0)

3)

Habtogte
Children trace around
thelr owm hondg and foot,
Toachor emphaslues ulze
relablonughips~-blg and
Little foolprlints, .

Use nystery bag for ldenti--
Cylng Ll and Little
fomlllar obhJects (no visual
cluecas; Gtouch only).,

Use bilg and JLttle blocks
Lo emphaslze sdze rolallone-
shilps, A slee gequence
mlght be:

[:W rMWCJ[:XE]

t

A3 a provp pgane, colloect
bly and 1lttle 1tems Crom
acround tue roomj a,.g.,
blg ball, little ball,

blg car, lltLlo car,

w100

o)

h)

(o)

h)

Ta)

H)

c)

30.)

b)

1)

Vaehal
Weochor provides the veuhal
shlmalag,

Chlld can Login velating )
what he nv,nal1/ seegae Dig
rootpelntsosand wvhnt made

Bhcine. b, bLm pelaon,

Toacher nanes and ldentlrtes
Lhe objeets and thelr aluze
meahlonshina, Gpe, bla and
Little blocks,

WiALh his cyes elosnd, ehild
Ldentd(les objects and thetlr
slze “wlnblonthlps Lo the
other ghjncts,

Teacher tells ¢hl)ld o €ind

a bl bloek, a LLttle hlock,
(vmanhov mny deuslre to pro- |
vide a modeld: "Wind a big
block Likn this one.")

Chlld verbaltuos the silze
sagruence ol the hlocks,
@ofhe, "Blp-lltlle, blgllttle,"

L

Child creates bld oun glze
gequence and Cells what 1t
13, 1Mor oxample:

Lo Chan ClauLloa

Teacher provides vorbal

Inotinetion,

child tells
In teman of
shilps.,

what, he haus Tound
Sslaa ralatlon.

Chlltaven take the role of
sosutor aul mrovlde Lho
varhnd dhapoonebloong,

‘
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Motoric Veioal
9) Use climbing cquipment to 9a) "'eacher provides the verbel
experience high/luw, stimulus, e.g., "You are
high,..Now you are low,"

b) Child verballzes actlon
elthcy before he does 1t or
while he is doing 1t.

10) Children make tinkertoy 10a) Teacher verbalizes siuze re-
constructions to dis- latlonships; "This 1s tell
criminate 11L1]o, biwi, and this is short (or not quls
biggout' sghorti, "tall, and Ilnd the one that Is Lallcat.
tallest, “Caution: Do not
confuse tall (vertical) b) Child verballves the slze
with long (horilzontal)., relatlonships.,

11) Augment the equipment in lla) Teacher ldentifles obJeats

the room to include three

according to slze, e.(.,

slzes, ety three slucn of "he Mittle bloek, bt; bloak,
blocka doL{ utennslls, paper, biprest block,"
cars, During Clecanvp the

teasher shows wherce the b))
thivd slza of cach objcet
will be kept.

Teacher explalng where the
thlrd size, the bilrrmest of
each ochcL will™be Kept.

¢) Children are encowaged to
use the size term for the
third size when 1t is shown
with the other two silzus,

d) Teacher uses language pattern
to cncouroge verbal responscs
from the grouvp.

12) Children deccorate threce 12a) Teacher identifics the sinc
slzes of coffee cans and relntlionshlipu,
. order the cans according \
to slze, b) Chlldren ere encouraget o
- Ctel)l what the slyvce sequencoe
As: Qdttle, bir, bipnest.
« 101 .-
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N

13)

1)

hotovle
Uave Che childron ordope
four slzeon of two difyervent
obJecty In one-Lo--one
coirvegpondeices

ol .
Ol
Note: I'he tLencher may firat
wank Lo keep the
shapy constant oand
~ use two ldentleal
objJoets tn’ four wlues.,

Use an Insotb board snceh ag:
on A

O €1 A
O 2

to have Lho ehlldrean ovder
fony aslwey of aoveral
dLtterant shoapes,

LR}

L3a)

Lha)

h)

¢)

Vourbhal
¥ oesrmern v gr i@

LPeneghnye and chilaven dlscuss
ona neb oft obJacts Ln Lavis
of Ui%ﬂ, 2aley J.:‘.'JUJ.Q, pj;"».]

blurak, blueesty T

"Yoacher enennvames tha c¢hlld.e
ven Lo use the Lovma "1LGElef,
"og", "olager?, "biagost!

2 they ave uatehing the
obJeets by slue, .

Teacher and ohlldron dlucuvas
Lhe size reldabtlonshlps of
the shapes, e.f., "Mhils 1
the blgrost"

Noachory anks suoh quentlonn
ag "What slze s this?" "Can
you flnd another one Lhht g
the blgpest?"

Chlldren talk about Lhe slze
relatlonships as Lheoy ave
angaped In Che aclilvity,

- A W O O T T



Conceptual Focus:

- SERIATION

Level of Representation: Symbol
Activities
Motoric
1) Use clay to make big and la)
little objects, 8

2)

activity may be extended to

implement a spatial relations
or classification goal by
having the objects made rep-
resent people (body image)
or by having the children
sort the objects according

to size (classification).

Relate the concepts "big"

and "little" to body aware-
ness; e,g., the children
"make themselves" big,
"make themselves" tle.
This activity may be ex=
tended to implement a classi-
fication goel; e.g., "Some
children made themselves 51;;
sonie made themselves little";
"All of the children made
themselves big." 1In this
activity, the children are
using their bodies to rep-
resent the concepts "big"

and "little}" they are
motor-encoding.

- 103

b)

o)

2a)

b)

Ordering Siges

Verbal

‘Child tells what he is goin§

to make, e.g., "A big ball,

Child tells what he has made.
(This may be related to
quantities); e.g., "I made

two big balls and one little
ball,

Child may extend the activity
himself and tell what he
plans to do with the objects
he has made,

Teacher gives verbal commands
and at the same time demon-
strates the appropriate
action,

Children and teacher verbalige
size relationships; e.g.,

"Now I am big; now I am
l1ittle," kTT% activity is
extended to classgification,
children verbalize the size
differences, e.g.,, "Some are
big," or "Ad1 are 11%%1e."



Motoric

3) In the art area ¢'ildren
can out out shapes from
construction paper in three
sizes:

o000

or the children may simply
paste pre-cut shapes of
three sizes onto a sheet of
paper. This activity may
also be related to the
temporal concepts (begin
and end) or the spatial -
concepts positions-on«the
paper., '

4) Child finds and cuts out
pictures of three sizes of
cars or other objects from
magazines, Some children
may make a acrapbook with
these pilctures,

5) Children draw and/or cut
out shapes in three sizes
and then order them in
series to make mobiles!

biggest
big
little

- 104 -

3a)

b)

c)

ha)

b)

5a)

b)

)

Verbal

Teacher and children identify
the shapes and their sizes,
e8¢, "This 18 a circle. It
is a blg circle," .

Teacher verbalizes the size
sequenc.; "Little, big,

biggest.”

When task i3 completed
teacher and children discuae
what they did in terms of
size concepts.

Teacher tells children to
find certain kinds of
plctures, e.g., "Little,

big, and cven bigpger cars,."

Children identify plictures

in terms of their size} ¢.g.,
"Thig is a car, This car 1:

litcle; this car 1s bigs this
car Is the biggest."

Teacher gives instructions
for the activity and demon-
strates, 1f necessary, what
to do.

Child tells what he 1s doing.
(The teacher should encourage
the use of language which
applies to other cognitive
areas,..such as temporal rec=-
lations; "Ncw I am making a
circle, it™is little. Next,
I will make & 5ig circle,"

When the child orders the
three slzes, he explains what
he is doingj e.g., "I am
putting the biggest circle

on top,."

— - W S e G B s s =




Motoric

6) Draw or cut out pictures’

T

which depict a specific
size concept, e.g., short-
tall-tallest, :

Use picture series showing
shapes of different sizes
whaich the children can order

. from smallest to largest, or

from largest to smallest, or
(for children who are doing

. well with seriation) starts

ing from somewhere between
the largest and the smallest.,
(The color of the shapes can

) Varyo)

8)

I Jimgatyg wnp e sy T G ® o i s ¢ e

W o Py

.
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Children use playdough,

clay, plaster of Paris,
paper, to make food rep-
resentations in four sizes,
(The food can then be used

in the doll corner or in &
grocery store play sequence.)

-105 -

6a)

b)
Ta)

b)

8a)

b)

Verbal

Teacher uses size terms
when instructing children
to find a particular object,
e.g., "Find the short
b“ildingo'

Teacher asks such questions
as "Is this the short
building?"

Teacher and children discuss
t?e pictures in terms of
size,’

Child says what he did after
completing the task. Other
concepts may also be rein-
forced; e.g., "First comes
the little heart, next the
big heart, then the "even
bigger" heart," |

Child
to do
to do

Child talks about the activity
while he is working on it.
(The teacher should encourage
spontaneous verbalization.)

says what he 1s going
and how he is going
it.




SFRIAI'TION

Conceptual Focus: Ordering Two Quantities

Level of Representation: Index
Activities |
Motoric Verbal
* L ]

1) Point out parts of the la) Teacher provides the verbal
body using the number stimulus, e.g., "How many
concepts one and two, eyes do you have?"

b) Child says, "I have two eyes."
Dismissal: dismiss child=- 2a) Teacher provides the verbal
ren in groups of two, stimulus, e.g., "How many
children are walklng?"
b) Child responds: "Two childe
ren are wnl‘ﬂfg."
Adapt circle games such as 3a) Teacher emphasizes the
Hokey Pokey, Elephant Song, numbers one and two,
for use with the numbers
one and two, b) Children are encouraged to
: say "one" and "two" at the
appropriate times during the
games,
Abacuses made with coat ia) Teacher provides instructions
hangers and bottle caps are for maxing abacus,
used to 1llustrate the .
concepts '"same", "more", b) Teacher shows an abacus de-
and "less" as a means of pilcting a grouping of two
ordering quan:ities in and instructs the children
groups of two, to do the same.,
' ¢) Children respond verbally to
: question of "How many?" '
-106 -
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. 6)

N

Motoric
*

Groups of blocks or similar
objects are used to illus-
trate "same", "more", and
"less." - L

Use. . counting cubes (small
blocks) to construct group-
ings of two, Teacher pro-
vides the model by grouping
two qubes from.the assort-
ment, Child does the same.

!
\\
w

Large motdr area: When
children are engaged in an

activity such as constructe

ing a train or a bus the

' teacher uses this opportun-

ity to teach and reinforce
the numbers one and twoj

" @i+, tWo chairs are needed

for {wo people in the bus,

- 107 -
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5a)

b)

c)

6a)
b)

)

Vérbal

Teacher provides the instruc~:
tions and may demonstrate ‘
the activity.

Children begin to tell what
they are using as they are
aerrorming the activity, e.g.,
Two biﬁ blocks, two little
blocks. '

e

Teacher asks questions about
number groupings in terms of
same, more, or less, and
children verbally respond,

Teacher verbalizes what she
is doing and instructs the
children to take two cubes.,

Teacher atates that she has
two cubes and that the child
has two cubes,

Child says,""I have two cubeo,"

7a) Teacher verbalizes what the

b)

c)

children are doing.

Children tell what they are
doing as they are performing
the action.,

Children and teacher verbalize
the number concepts in terms
of same-more~less and in

terms of the numbers one and
two. ' ' ‘



' |
Motoric Verbal
8) Children group objects in 8a) Teacher and children name .
twos and throes as well as ohjects used, ‘
singly. ‘
~ b) Teacher and children count l
the number of objects in
each group. '
¢) Children compare the groups
in terms of same, more and
less and ugse the numbers '
one, two and threae. ;
9) Teacher structures: 9a) Teacher tells the children i
activities so that child- that they will be working in ,
ren work in groups of three threes.
and dismisses children in
groups of three. b) Teacher asks questions? "How i
: - ‘many children are wovking at
this table?"
¢) Teacher encourages the child- i
ren to respond without having
to count first, !
10) Use blocks (all one color 10a) Tecacher gives the inatructions
and size) to make number for the activity.
groupings up to four and . D
cai’ds which depict blocks b) Child tells how many blocks
in groupings up to four, are in each group at'ter he
The children match the de=- has matched the blocks with D
plicted number groupings with the cards, ‘
the correct numbers of real
blocks (one-to-one corres- D
pondence]j. In this activity,

the children are making a
transition from the real=-
object and index levels
(using real blocks] to the
symbol Tevel [using depicted
block groupings.]’ .

S
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11)

12)

13)

" Motoric

Use circle games to teach
numbers one, two, three and
four, (Spaéial concepts
concerning position can be
incorporated incidentally,
e.g., four children are in
the circle.,)

Circle games ‘such as
“Elephant Song", "Five
Little Firemen", may be
adapted to reinforce
number groupings. Child=-
ren may take the role of
teacher and lead the group.

When children are etanding
in line, teacher divides
them into groups of five,

lla)

b)

)

12a)

13a)

b)

- 100 .

Verbal

Teacher tells the children
what to do.,

Children tell how many
children are inuthelir
group,

Children recall how the group
was composed, e.g., "Four
children were in the circle,"

Teacher encourages the
children to count and identify
number groups.

Teacher and children count
"1, 2, 3, 4, 5," for each
group.

Teacher encourages children
to respond to question "How

many?" without counting.

1



SIRIALTION

Conceptunl Focus: Ordenring Quontities

Level of Representation: Symbol

Activitles
Motoric Verbal
1) Use Montessori frames la) Teacher plves Instructions

(Insets) or similar patterns for the activity.
for children to trace a- ,
round, If some children b) Teacher tells the children
pref-er to draw shapes of what she is doling as she
thelr own, the teacher can performs the task,
drav two circles and have ‘
chlld draw the some number ¢), Teacher interprets what the
of cirecles, more, or less, chtld is doing; c.g., "You

are drawing onc circle, Now
you have drawn two circles,"
She also cmphaslzes that the
¢hild is drawing or has drawn
the samc number of clrcles,
more, or less.

d) When he is finished, the
child tells what he has drawn
in terms of quantity (one
or two) and in terms of
S ame=-more-1ess,

) Relate quantitics of onc and 2a) Tcacher asks "How many eyes,

two to body awareness using ears, hcads?"

life-size drawings of cach

child; e.g,, two arms, one b) Child verbally relates "one"
none, one head, two legs. and "two" to body parts in

respnonse to teacher's
questions.

- 116G =
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Motoric . ' Verbal

3) Children cut out pictures or 3a) Teacher tells and shows the
draw plctures to use in children how to make the

} ' making number books; on one books .,

page they paste one plcture, :

on another page two pictures, b) Children tell what they did

and on anpgther page three after the task is completed;
pictures., (This activity e.g., "I put three pictures
may be extended over several on this page."

days in order to emphasize
temporal concepts {irst,

second and third.)

i) Use the plctures in the | ha) Teacher and childrer ddentify
number books to emphaslze the pictures,
"same," "more" and "less.,"

b) Teacher asks questions such

as "Are there more crayons

in the box or out of the box?"
: | (Here, the spatial concepts
, "in" and "out'of" are also
involved,) The questions may
be phrased to diminish the
number of clues given to the
children; e.g., "Where arc
there more crayons?"

5) Teacher and/or children 5a) Teacher tells the child what
make a domino set to be to look for; e.g., "Find the
used for matchlng number. domino that shows one."
groupings up to three and
for reinforcing counting b) Child uses a number to de~
skills, The game may be scribe the donimo he 1is
played like dominoes or in using; e.g., "Thls shows one.,"
any variation the teacher
may desire, , ¢) Teacher gives additional

instructions; e.g., "Find
another onc that shows one,"

d) Teacher asks other questions
related to number; e.g., "Now
what should we look for;

. what number comes after ong?"

- 111 .
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Motorle Verbal

.

6) Use plcetures of objects or ba) Children ldentify the

shapes grouped in sets grouplings by number; e.g.,
from one to three to deal "There are threce circles
with number concepts such in that plcture,"
as "same-nmore-less," Tor
example, the sets could be: b) Children tell which group
‘ ‘ | centaing more, the same,
°°q l°2J e less, T T
| I ==
o o
] (3] (]

7) Children and tcacher make Ta) Teacher gilves Lnstructlons
two sets of number cards for the activity and en-
(flve in each set) which courages the children to
depict number groupings up talk about the cards and what
to flve: they are doing with them,

Set I b) Children dlscuss the activity;
- : ::] [ﬁi‘ "I am putting five circles
L;] ‘e . .o . on this card, This card is
different; it has three
Set II circles, These two cards go
wren B taums o B e vel together because they both
,{ [ﬂ ‘ X ( E:;\ | have one circle."

Teacher and children devise

various ways to use the

cards, e¢.g.,, counting,

recognizing number groupings

without counting, matching

the carda according to ,
number groupings. . .

- 112 -
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SERIATION

Conceptual Focus: Ordering Qualities

Level of Representation: Index

Activities
Motoric Verbal
l) Present pairs of objects la) Teacher explains, e.g.,
which are identical except "T'his marshmallow is soft."
for one quality, e.g.,
soft marshmallow, hard b) Child tells about the object
marshmallow, in terms of quality; e.g.,

"This marshmallow 1is soft;
this marshmallow is not soft."

2) Teacher and/or children play 2a) Teacher instructs the child-

musical inst:uments to ren on how to play the
epxerience "loud" and "quiet," instruments and demonstrates,
llecords may also be used to ' playing loudly and quietly.

demonstrate these qualities,
b) Child tells how he will play
an instrument; e.g., "I will
play loud.,"

¢) Child tells how he played the
instrument; e.g., "I played

A quiet."

3) To experience dark and light 3a) Teacher interprets for the
use a shoe box with a small child what he 18 experiencing
opening through which the as he looks inside the shoe
child can look, Inside the box: "Now it is dark...now
box 1t is dark, outside 1t it is not dark" or "Now it

. 1s light. .. is 11ight."

b) Children are encouraged to
interpret their own experience;
€.8., "It's dark incside the
box."

- 113 -
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Moloric

4) To expertence roush and

6)

Q
ERIC et prpmcrw g prrsemror s s raromm e

smooth, pgive the child a
plcce of plastic and a
pilcce of sandpaper, Visual
cucs should be minimized;
€.sy chlild closes ecycs or
uses mystery bag,’

Some children clap or play
musical ingtruments and
teacher plays records, in
three deoprees of loudness
(soft, louder, loudest),
Records and instruments
should be played behind a
screen so that the children
who are listening can dis-~
criminate loudness entirely
on the basis of what they
hear,

Use materials which provide
tactile experience for
determining depgrees of a

. quality; e.g., from three

grades of sandpaper, child-
ren can discriminate rough,
rougher, roughest,
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ha)

b)

5a.)

6a)

b)

c)

Milte g ot ag s anite e an e S TEL L L OF
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Verbal

Teacher says, "I'his 1is
rougin," while the child
feels the materials,

Teacher asks such questions
as "How does this fecel?
Does thls feel rough?
(smooth?)"

Chlld tells what he 13 ex-
perlencing; e.g., "This 1s
roushy this 1s smooth (not

rough,)"

Teacher asks questilons:

"Was that soft or loud?" and
dlrects the activity "Play
soft..s.louder.,.loudest,"”

Teacher and children label
the overall quality, e.g.,
rouzhnesa,

Teacher asks questions: e.g.,
"How does this feel?"

Children respond: "This is
rough, but this 1s rougher."

b
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SIRIATION

Ordering Qualities
Symbol

Conceptual Focus:
Level of Representation:

Activitles

Motoric Verbal

1) Use pictures which 1llustrate la) Teacher asks questions about
the qualities belng taught; the pictures; e.g., "How
e.g., for "rough" and "smooth," would this feel?"
pictures of sand and a table .
top could be used; for "hot" b) 82tigr$2e§eigang."
and "cold," pictures of a Bl
candle and an ::ze cream cone ¢) If the activity 18 extended
could be used, This activity to include a classification

"This

can bYe extended to incorporate
a classification task, e.g.,
grouping all the pictures that

task, the children should tell
why they grouped the picturcs
as they did; e.g., "Al) of

show rough things, the things in thesc pictures

are rough,"

2) Three pictures showing 2a) Teacher and children discuss
three related qualities or what the pictures show,

three degrees of a quality . ) npe oniidren state the

are presented to the child- qualities they are seriating,

ren, who then order the . , ane
picéures. €8, pictures LY L light. darkcr, darkest,

illustrating daytime and ¢) Some children may be able to
nighttime, tell a story using the qualitics
depicted in the sgquence,

3) When children are using art 3a) Teacher instructs children
materials such as crayons, to color light, dark, darker.
the teacher encourages them \ i
to demonstrate the qualities b) ggi%grgg tﬁél 32?& tgeé are
light. dark. and darker, "I am colorig 14 ﬁt & '
Note: Be sure to distinguish g ght.
between demonstrating
qualities and demonstrating
colors., Some childrcn may
want to use white, brown and
black for light, dark and
darker, but the teacher
should point out that she
wants them to use the same
crayon to color light, dark
and darker, (Of course, some
colors, such as white anc
yellow, would not be suitable
for this task,)
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HSPACEAL B LAYTONS

Body Awareness and Body Concept

- Motoric Ixparicnce:
Body Movements
Activities and projects

Verbal Fxpericnce:
Name of self and others
Naming parts of body
Naming functions of body parts
Faclal expressions, e.g., happy, sad
Position

- Motoric Experience:
Body movements
Activities and projects
Planning and cvaulation

Verbal Experience:

on-off

on top of-over-under
in-out

into-out of
top=bottom
above.-below

in front of-in back of=lhrehind
beside-by--next to
between
first-next-last

4

Dircction
Motoric Expericnce:
Body movements
Activities and projects

Verbal Lxperience:
up-down
forward-backward
around-through
to-from
toward-away from
sideways
across

Distance
“Motoric Experience:
' Body movements
Activities and projects

Verbal Experience:
near-far
close to-far from
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SPATIAL RELATIONS

Conceptual Focus: Body Awareness and Boay Concept

Level of Representation: Index

Activities
Motoric Verbal
1) Rhythms for learning body la) Teacher verbally accompanies
parts, children's action; e.g.,
- "Clap, clap, clap your hands,"

b) Child may take role of teachecr
and lead the group; child
decldes on the motoric action
and verbalizes it; e.g., "Tap,
tap, tap your foot,"

2) Circle games, e.g., Simple 2a) Teacher provides the verbal
Simon, Hokey Pokey. stimulus; e.p., she names

the parts of the body while

the children play the game,

b) Children name the parts of
the body while they play the
game; €.g., "Simon says touch
your head,

3) Brief art projects which 3a) Teacher verbally reinforces
are related to body parts, the concept that the hand 1s a
e.g., tracing around own part of the whole body.,
hand,

b) Child verbalizes the relation
of the hand to the whole body.
This activity could be ex-
tended to implement a Seriation
goal, e.g., talking about
hands that are big or not big.

|
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Iy)

5)

€)

7)

8)

Liotorlic

As a proup pame, the child-
ren cloge thedr cycs and are
then instiructed to touch
varlous parts of thelr bodles,

Use dolls and rubber figures
o name body parts and make
the conncectlion between them
and the same parts of the
child's body.

Use filnger play to Indlcate
the use of body parts; e.g.,
"Open, Shut Them,"

Emphasize object permanency
in actlvities, Tor example,
put clear plastlic ¢love on
hand (hand 1s still there
though covered); put cloth
glove on hand (hand 1s still
there though not seen). Use
glmilar artivities for other
body parts,

Use dolls or rubber models
of animals to point out
parts of the body.:

118

ha)

b)

5a)

b)

6a)

b)

Ta)

b)

c)

8a)

b)

c)

Varbal
Teacher provides the verbal
stimulus, e.g., "Touch your
head; touch your arm,"

Teacher asks, "What are you
touching?" and chilldren re-
spond, "I am touchlng my head,"

Teacher identifies the body
parts.,

Child names the body parts of
the dolls and rubber flpgures,
and names the corresponding
pairts of his own body.

Teacher provides the vorbal
stimulus and children
respond motorically.

Children verballze the action
as they perform 1it,

Teadher tells children what
she 1s doling,

Tcacher asks questions to
elicit verbal responses from
the children, e.g., "Where 1s
my hand? Is it gone?"

Teacher encourages and helps
children to respond,

Teacher asks children questions
such as, "What 1is 1t? Is it a
foot ?"

Teacher and children discuss
the relation of the parts of
the body to the whole body.,

Children identify the whole
body from one of its parts,

L4
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. Motoric Verbal

9) Use indoor or outdoor large- 9a) Teacher provides the verbal

motor activities to exper- command,

ience what the entire body

can do, e.g., rolling, b) Child tells what he is doing;
running, stretching. ege, "I am Jumping."

¢) Child tells what he 1is going
to do before he does 1it,

10) The teacher makes happy and 10a) Teacher discusses facial ex-
sad faces and the children pressions with the children,
do the same, and the children tell whether

the expressions they are
making are happy or sad,

b) Children are encouraged to
give thelr reasons for saying
whether an expression is happy
or sad; e.g., "She is sad so
her mouth goes down,"

11) Teacher touches parts of '1la) Teacher tells the children
child's body and child how to play the game,
identifles the parts.

At first child keeps his eyes b) Tcacher asks’ "What am I
open while playing this game; touching?" "what did I
later, when the gamec 1s touch?"
repeated, he closes his eyes,
¢) Child answers, "You are
touching my hand."

12) In moving from one area in 1l2a) Tcacher may begin the game

the classroom to another, by telling the children to
children run, skip, Jjump, think of different ways to
roll, The emphasis 1s on move,
the different things that
the body can do. b) Child tells how he is going
. to move ; e.g.,."I am going
' to hop. '

Q) éhfld recalls what he has done,

ERIC
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SPANIAL RIELARIONS

Conceptual Mocus:! . Body Awareness and Body Concept

Level of Repregentation: Symbol

Activities.

Motoric Verbal )

1) Use mirrors and photographs la) Teacher and children identify
of the children so they can each child and identify body
recognize themselves and . parts,
observe parts of their
bodies, ' b) Child tells what he sees his

' ‘ body do; e.g., "My hand 1is
waving."

2) Consistently use each child's 2a) Children should be able to
symbol throughout the day to verbally identify their
"tell" him what to do, e.g., symbols and recognize other
to specify seating arrange-~ children's symbols.
ments, position in line,
classroom duties,

3) Picture puzzles of people; = 3a) Teacher names body parts and
puzzles should have scparate discusses their functions,
main body parts; e.g., head, b) Child begins to talk about
trunk, legs and arms are parts of his body and the
romovable as units, spatial positlons of these

partB.

4) Teacher traces around each 4a) Child tells what the figure
child to make life-sized outline needs to complete 1t,
drawings., Child draws e.g., halr, eyes, nose.
.appropriate detalls such as
eyes, nose, mouth, Child b) Child tells what feature he

~may then color the figure. . 1s drawing as he performs the
' ' action,

¢) As the child colors the figure,
the teacher tries to help him
understand his relation to the
drawing deplcting him in terms
of same-difference colors,
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Motoric

5) Use "footprints" made by the

children from construction
paper to make a path around
the room which the children
follow, to motorically

experience spatial positions,

This activity can also be
used as an aid to impulse
control; e.g., the child
stands on ceréain prints
taped to the flocr while
waiting for his turn,

The teacher draws part of a
. figure to represent a child

Verbal

Teacher reminds the children
that people make footprints
and that these paper repre-~
sentations, therefore, stand
for something they have
experienced,

Teacher verbalizes spatial
concepts for the children as
they follow the footprint .
path; e.g., "Johnny 1is going

up the slide, around the table,"

Teacher tells the children
what she is doing.

and the children complete
the drawing. b) Children tell which parts
. are missing.

c) child tells the group what
he drew, e.g., "I drew the
head,"

7) Illustrate happy and sad Ta) Teacher and children describe
faces with cutouts from the expressions; e.g., "This
magazines. The children face is happy," "This face
may wish tc draw the faces is not happy; it is sad."
themselves and this could
be done as an earlier step
in the activity. This
activity may be extended to
include a classification
task, e.g., sorting faces
into two groups: all the
happy faces go together
and all the sad faces go
together,

Aruitea Froidod oy G
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Motorlic

8) Use pilctures which show
people with different body
parts mlssing and have
children ldentify--what
is missing. Some children
may draw the missling parts
directly on the pilctures,

9) Children' cut out pictures
from magazines which show
various facial expressions,
This activity may be ex=-
tended to include a classi-
fication task; e.g., the
children paste all the

Varbal

8a) Children name the missing

body parts.

Teacher encourages discussion
of body parts and what they
are used for,

Teacher gives instructions °*
for the activity using
concepts previously lecarned,
e.g., "We are going to rind
gome pictures. First, find
all the happy people; next,
find all the sad people,"

"happy plctures" on one

page of a scrapbook, and b) Use language patterns to-

all the "sad pilctures" on elicit verbal responses;

another page, ef., "Theae people are
happy .’

in terms of sad and happy.

10) Children motor-encode '10a) Teacher says, "Show me how
activities that require the you would use a hammer.,"
use of different parts of
the body, e.g., hammering, b) Children tell what they are
sawing, skating. doing,

¢) Children take the role of
teacher and give the

l
l
|
I
¢) Children identify the pictures |
I
!
instructions to the group, i

;
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SPATIAL RELATIONS

Conceptual Focus: Position
Level of Representation: Index

Activities
~Motoric n Verbal
1) Use outdoor equipmente-= la) Teacher verbalizes the
. swings, slides--and in- spatial position of the
door eqaipment--variplay, child; e.g., "You are on
climber--to give the the swing," "You are In
. ¢hildren experience with the box,"

spatial concepts,

b) Child is encouraged to
verbalizé his own position
in space; €8, "I am on
the swing."

2) Build with unit blocks, 2a) Teacher verbally bombards

. ‘ * the child with statements
such as "The car is in the
garage. The block 18 on
the bable."

LR . ] , ' b) Child 1s encouraged to make
. ! the same kind of statements
concenning spatial position

as the teacher has made,

3) Use balance beams. see= 3a) Teacher provides the verbal
saw to experience such stimulus while the child
spatial concepts as on performs the action.

.the ground, off the

ground, b) Child tells what action he
. - 418 performing a& he performs
it, € ) "I am on the
ground,"

-1'23 - ‘a‘l
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Motorlic

) Use activities children

5)

6)

have plannddifor Work Time
%0 consistently teach and
reinforce spatial concepts,

During Dismissal Time, and
any other feasible time
during the day, have,
children form a line and
use this as an opportunity
to reinforce spatial

coincepts.,

Children perform notoric
actions in a specified
temporal sequence,

-124

ha)

b)

c)

5a)

b)

c)

6a)

b)

c)

Teacher asks questlions which
relate to the spatial
Poultions of objects, e.g.,
'Wheve 18 the doll?"

Children tell where an object
13 placed, e.g., "The doll is
in the highuchair."

Children tell where an object
is placed as the object is
moved from one place to an-
other; e.g., "The spoon 1is

on the table,..now the spoon 9
Ts in the dish," ‘

Teasher tells children to l
line up and hcipa them to
do this if necessary.

Teacher talks about positions l
of the children in the linej
e.g., "Mary is in front of
John " ‘

Teachaer and children use
language patterns: "John !
i3 standing in back of Mary...
18 John standing In back of ‘
Mary?" "Yes, John is stand- |
in back of Mary."

Teacher says, "First put the
block on the table; next put '
the blook under the chair."
Child tells what he has done: l
"First I put the block on

the tableo

Child takes the role of teachex'

and gives directions to the
other children. I




Motoric " Verbal
7) The teacher should utilize Ta) Teacher interprets the child-

all opportunities throughout ren's actions in terms of
the day to reinforce concepts ?oeitional concepts, e.8.,
of position, e.g., as children 'Stacey is putting the truck
are pasting pictures on the . back op the shelf."

paper, or when a truck falls

off the shelf, b) Teacher asks such questions

as "What are you doing? Where
is the paste?"

¢) Child answers, "I'm putting
plctures on the paper; the
paste is on the paper,

8) During Juice Time, "between" 8a) Teacher says, "The peanut

may be illustrated by placing butter is between the crackers;
a cookle between the folds of the napkin 1s behind your cup."
a napkin or by putting peanut

butter between crackers, In b) Teacher asks questions which
addition, napkins and cups relate to positions; e.g.,
could be distributed to "Where is your napkin?"
emphasize "in front or'"

"in back of," "behind." ¢) Children respond "My napkin

is in front of me."

9) Group games and songs such 9a) The teacher may stop the

as "Ten Little Fingers," activity to focus on a
"On My Head," may be adapted particular spatial position;
to emphasize positions and e.z., "Where are ycur hands?"

body concept.
b) Children respond with
appropriate position; e.g.,
"My hands are on my head."

© @) Children should be encouraged
to take the role of teachers
and pose questions to other
‘o children regarding position,
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SPATIAT, RELATIONS

Conceptual ocus: Position

Level of Hepresentation: Symbol

Activitices
Motoric Verbal
1) The teacher or a child per= la) Children describe the

forms some action, such as action being performed,
standing under the slide,.

and the other children in b) Children say what kind of
the group select fromra picture they need to find.
group of pictures the one

that shows the same action, 6) Children describe wnat 1is

portrayed in the pictures in
terms of positions in space,
e.%., "The boy is sitting
in the sandbox."

2) Use pilctures (magazine cute 2a) After the children have dis=-

outs or drawings) the deo- cussed the spatial positions
plct the spatial concepts of the objects depicted, the
beling taught} e.ﬁ., to aid teacher asks such questions
in teaching "top" and as "Where is this fish, on
"bottom," this picture top or on the bottom?"
could be uged: '
, b) Children rospond with
C::==i appropriate spatial conceptl

E:: ! e.g., "This fish is on top.

' 3) Children use clay, crayons 3a) Teacher may have to tell a
to make cr draw objects in child what to 4raw or make,
specified positions, e.g., e.g., 8 circle in a square,

a clay ball to put in a though some children will be
basket (child may make . able to.decide by themselves,
basket alsc), or a ball

drawn in a square, b) Child tells what he has done

after he has completed his
task; e.g., "I made a ball
to put in a basket,"
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Motoric Verbal
4) Use motor-encoding active la) Teacher gives instructions;

ities (1030

no props) to e.g.,, "Show me how you get
enact "make-believe" sequences

1nto (out of) a box,"

5)

which utilize concepts of
position; e.g., pretend to
put dishes on the table, food
in the pan.

Use pictures showing child-
ren playing on equipment
similar to that in the pre-
school to work on concepts
of position. (School cata-
logs are one place where
such pictures could be
found, )

b)

. )

5a)

¢)

Child tells what he is doing;

¢.g., "I am getting into the

box. i

Child recalls what he has done,

Teacher and children identify'
the equipment in the pictures
by name.,

Teacher asks such questions
as "Where is the boy in
the picture?"

Children answer "The boy is
on top of the slide."

6) Child places pictures on a 6a) Teacher and children identify
| flannel board according to the pictures,
| specified concepts of
f . position, . b) Cinild tells what he as done'
, .G+, "I put the picture of
the car above the picture of
i the garage."
! 6) Child tells where he will
! place the picture before he '
3 does 80} e.g., "I am going |
! to put the picture of the ;
| tree between the picturea of '
the house and garage."
7) Use art activities such as Ta) Teacher gives the instructions
sponge painting, potato for the activity.
, printing, to experience
conoepts of poaition. b) While the children are work-
' ing, the teacher encourages

- 127 -
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SPATTAL RELATIONS

Conceptual Focus: Direction
Level of Reprosentatiég; Index

. i

+ Activities
Motoric Verbal .

1) Adapt such eircle games as la) Teacher provides the verbal
"Simple Simon" and "Bvery= stimulus as she 1is performinq
body Do What I do," to: the action' @+, "Stand up
implement spatial concepta. "Sit down, Children then
Teacher demonstrated the ' perform the action in responud
actions, to teacher's verbal commands.

b) Children tell what they are
doing.

¢) Some children may take the
role of teacher and give the
verbal commands,

2) 'Use large-motor activities ° 2a) Teacher provides the verbal
like sliding down the , command; e.g., "Slide down
sliding board to teach the slide."

'spatial concepts.,

b) Teacher also interprets the
action as children are proe
forming 1t; e.g., "Jdohn is
going up the slide."

¢) Children tell what they are
going to do before they do
it; e.g., "I am going to go
down the slide,"

3) Use large-motor equipment 3a) Teacher suggests various ways
such as the slide to have the children can go down the
the children motorically . slide and emphasizes forward
experience the concepts and backward. '

forward and backward. :
’ ' b) Child says how he will go

down the slide,

¢) Child tells how he went down
the slide; e.g.y "T went down
backward on my stomach,"

-'lza' , -




' Motoric Verbal

b) Use marching, walking, ha) Teacher says "Let's march

skipping to experience the backwards,”" or "Let's walk
concepts forward, backward, sIaewaxs.“

and sideways,

e b) A child may take the role
of teacher and command the
others to move in certain
ways and in particular
directions.

¢) Children say what they are
doing; e.g., "We are walk-
ing forward."

d) Children tell what they did
after the task is completed,

5) The children crawl through 5a) Teacher asks such questions
large boxes, tunnels, large as "What are you doing?"
piping to experience the "Where are you crawling?"

econcept "through."

b) Child answers, "Through the
barrel." (Language patterns
may be used to elicit verbal

\ responses, )

6) Marching activities like 6a) Teacher constantly emphasizes

"Follow the Leader" and the concept "around" during

circle games can be adapted the activity.

to teach the concept "a- :

round,”" The teacher and b) The teacher may use language

children take turns being patterns to elicit verbdal

‘the leader with the responses from the children,

emphasis placed on march-

ing or ecirecling around 6) Child tells what he is doing
{ objects or people, as he plays the circle game

or "Follow the Leader;" e.g.,
"I am marching around the
table", or "Johnny is in the
middle and we are going
around and around.
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Motoric Verbal

7) Teacher pushes three toy 74) Children tell which ocars
‘cars, two of them forward arc going in the same
and one backward., _(lars direction, and which car
should be ldentlcal in 13 going in a different
size, shape, and color.) direction,

b) Children identify the
directions in which the
cars are moving.

8) Teacher emphasizes 8a) Teacher asks questions:
direction during outdoor "Where are you running?"
Activity Time, e.g8.,
running to and from the’ b) Children respond: "I'm
tree, walking forward and ‘running to the tree."
backward. ‘

¢) Children may give specific
directions to other child=-
ren; e.g., "Climb up the
ladder,'
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SPATIAL RELATIONS

1) Children draw or trace

shapes and figures,

' 2) Teacher draws or pastes

cutouts of each child's

' symbol on an easel or
board. Two or three copies
, of each symbol are placed
on the easel or board,

and the children draw

lines to connect their
symbols:

Q o
66
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la)
b)
2a)

b)

c)

d)

Conceptual Focus: Direction
H; Level of Representation: Symbol
F | , Activities
Motoric Verbal

Teacher tells the 2hild
what direction he is draw-
ing in: up, down, or around.

Children tell what direction
they are drawing in.

Children identify their own
symbols,

Teacher tells children what
directions they are drawing
in as they conncct their
symbols; e.g., "Billy is
drawing up" (or across, or
sideways), "Martha Is draw-
ng from this circle down
to that oircle,"

Teachur encourages the
children to tell what they
are going to do, e.g., "I

"am going to draw a line

from this circle to that
olrcle."

Children explain what they
have done after completing
the task; e.g., "First I

* went up, then I went down."

— e
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Motoric

3) To teach such concepts as

y)

"to" and "from", "across',
"sideways", the tcacher may
use the roilowing game,
wherein the children connect
the circles by drawing lines:

o—o0
o -0
o o

Children are instructed to
draw plctures which
illustrate certain direc-
tions, e.g., up=-down, for=
ward-backward, toward-

avay from,

- 132 -

3a)

b)

c)

ha)

b)

)

Verbal

Teacher gives the instructions
for the activity.

Children state what they
are going to do; e.g., "I
am pgoing to draw a line
from here to here.,"

Children recall what they
have done after completing
the activity.

Teacher gives the instructiona
for the activity; e.g., '"Draw
a picture of a balloon going
up in the air,"

Children tell what they drewj

" @sge, "I drew a balloon up

in the air,"

Children take the role of
teacher and tell the other
children what to draw; e.g.,
!Draw rain coming down."



1)

' is far, then has the child-

" 2)

ity _®
L) . l..'eo'

SPATIAL RELATIONS

Motoric

Teacher uses a variety of
objects in the room to

demonstrate concepts of
. distance; erg.,

teacher
points out eomething that

ren move it so that it is
near.

Children experience the
spatial relations of objects
in the classroom by finding
objects that are near one
another and far from one
another, e.g., the chair

- 18 near the tablej the

blocks are got near the

dolle.

- 133 -

Distance

Conceptual Focue;
.. Level of Representation: Index
Activities
m|‘

la)’

b)

c)

Verbal

Teacher and children identify
the objects,

The teacher explains, "The
chair is far away...now the
chair is near you,"

Teacher and children use

' lensuage patterne with "rer'

.2a)

b)

arnd. "near,'

Teacher provides the
instructions; e.g., "Find
something that is neq_ the
table,."

Children.eay "The chair is

near the table."




SPATIAL RELATIONS

Conceptual Fogus! Distance

[N

Level of Representation: Symbol

Activities .
Motorie Verbal
’1) Teacher shows children’ la) Teacher and children dis-

pictures that illustrate
objects in relation to
each other; e.g., plcture
of a table with a chair
close to it and a person
far Trom 1t, , b)

c)

2) Children draw pictures and 2a)
the teacher emphasizes the
spatial relations of the
objects they have drawn,

] L]

b)

=134 -

cuss the picturesi €«Bey
"What do you see?" "I -

., 8ee a table, a chailr, and

a man,"

Teacher asks "Is the chair
far from the table or glose
to the table?" or "Where .
18 the chair?" .

Children respond: "The
chair is close to the
table."

Teacher asks such questions
as "Is the tree close to or
far from the house?" or
"Wﬁere Is the tree?"

Child talks about what he
has drawn, and the teacher
encourages him to use
concepts of distance (near-
far, close to=far from) to.
relate the objects in space.




" PEMPORAL RELATIONS

" Beginning and End of Time Intervals |

Motoric Experiencet
' Body movements
. School routine
. Activities and proJeotl

Verbal Experience:
start (go)=stop
at the same time-now
start=finish
begin-end

Ordering of Events

Motor Experience:
- School routine Co
Planning and evaluation
: : -+ Causality
o ! Activities and projects
' 80quenoe of oommands

T Verbal Experience:
| \ \ first-last
first, second, third, fourth
next-again
if, then.,.because
since~until

Within Time Periods There Are Different Lenpths of Time

Motor Experiences
Activities and projects
Planning and evaluation °

.

| Verbal Experience
. & short time, a shorter time
& long time. & longer time

-135 -




TEMPORAL RELATIONS

Conceptual Focus:
Level of Representation: Index

Activities

Motoric

1) Running: Child begins at
designated point in time
and ends at designated
point in time,

2) Use of equipment such
as merry-go-round,

3) Variplay (climbing equip=-
mentg with slide.

4) Plannips for Work Time.

la)

b)

2a)

b)

3a)

b)

la)

b)

- '136- ‘

Beginning and End of Time Intervals

Verbal

Teacher provides the verbal
stimulus; e.g., "Go...8to0p."

Child says "Go0...stop."

Teacher provides verbal
stimulus; e.g8., "GO0,
stop" and names object
being used, ‘ '

Child says "QGo...stop" and
names object.,

Teacher provides the verbal
stimulus, e.g., "Go" (child"
begins sliding) and "Stop"
(child ends sliding, which
may be at any point on the
Glid‘)o

Child verbaliges action
X1 1Y) "00"..."Btop".'wh110
he 1is porforming the action,

Teacher verbalizes the plan
if ohild non-verbally ine

dicates (e.g., by pointing)
what he wants to work with,

Child begins verbalising
what he wants to doj e.8.,
"I want to work with the
blocks,"



Motoric Verbal
5) - Cleanup, 5a) Teacher may ‘use an auditory

stimulus like a tambourine
to designate the beginning
of Cleanup, but she also
the children that
leanup time is beginning.

'6) Brier agt projects such 6a) Teacher tells child when to
' a8 pal na. cutting and begin the activity and when
nd

— ems G BB @B

pasting, sanding. to end,

( b) Child tells teacher when he
. c | is starting the task and when
. he has completed it,

| 7) Use rhythm instruments to 7Ta) Teacher Rrovidea verbal

experience the concepts comnand "now" and children
pow and at the same time. play instruments "at the

5 . . same time."

b) Child may take role of the
teacher and say "now" and
i . "at the same time,"

8) Use variplay (climbing 8a) Teacher verbalizes the child's
i , equipment) to experience actions; "Now you are climbings"
, temporal conocepts, "Iwo children are oclimbing

at the same time,"

| b) Children tell what they are
going to do* e.g., "Now I
will slide,

¢) Throughout the day both the

teacher and the children

2 - . constantly reinforce the

3 ‘ concepts: “ag! it 1s time to
o ' g0 home’,": " : wil% get ready

}x at_the same time.

T w187 . .
L1
m ‘.




9)

10)

11)

Motoriec

Use variplay or outdoor
equipment to experience
time concepts,

Use familiar objects such
as a bally children roll
the ball to each other.
This activity may be ex=-
tended to using objeocts

in relation to other objects,
e.8., rolling the ball down
the slide., ?In this in-
stance the spatial concept
up/down has also been
lddﬁdo)

Use Planning Time or o
Evaluation Time to re-
inforce temporal congepts.

- 13" -

9a)

b)

6)

10a)

b)

1lla)

b)

1

Verbal

Teacher gives commands
relating to time, such as

Child tells when to "go"
and "stop" while he is per-
forming an action,

Children take the role of
the teacher and tell other
children when to go and when

to stop.

Teacher provides the verbal
stimulus, e.g., "Go", or
"Now" (child rolls the ball)
and "Stop" (child stops the
ball), " ‘

Children provide the verbal

commands go, now, stop
start, finlsh, '

Teacher reinforces the
routine of the day with such
comments as, "We begin each
day with Plauning Time,"

Teacher and children discuss
how each child will begin
and end the day. Ch ren
relate what they will do at

the beginning of the day and
the %ﬁa day.

W e




Motorioc Verbal
12) Use actual footprints in 12a) Teacher tells the ohildren
dirt or mud to determine where the footprints begin
"start" and "riniah" | and end,

"begin" and "end."
b) Children say where the foot-
prints begin and end,
(Spatial relations can also
be discussed in terms of the
direction in which the prints

800) .
13) Use a oircle game such “13a) ‘Teacher tells when to go and .
as "Everylody Do What I stop, or start and stop, and !
Do" to emphasize time con- what to do at the same time 51
cepts, Teacher initially and now,
Jeads the group, the
ochildren lead the group, b) Children take turns leading
.the group and giving the
} instructions,
. 6) Children and teacher recall
] what they did during the
; circle game,
14) Use wagons, carts, and 184),Teacher tells when to go
3 similar oquipment to have and stop, or begin and end.
k the children 1n (or '
' start, ‘or go) deaignated b) Children tell the teacher
' point and ggg (or stop) at a and each other what they are
! - designated point, going to doj e.g., "I w111
, ‘ , start here and en& there."

6) Child recalls what he has
dong.

!

-339'1-




PIEMPORAL RELATIONS

Conceptual Fogus: ' Beginning and End of Time Intervala‘_

Level of Regreéeneatiggl Symhol

Activities

Motorioc Verbal
1) Books and stories. ' 1la) Teacher emphasizes the
‘ beginning and end of a
SUOryQ

b) Children tell when to begin .
reading a book and when the
book enda& e.g., "Start the

book now," "The book 1s
finished,"
. 2) Art activities can be used 2a) Teacher tells the children
to emphasize start and when to start the activity
finish, This should be . (or indicates that when the
done 1In conjunction with a children have the appropriate
goal from another content materials they may start).,

area but on the same level .
of representation; e.g., & b) Child tells when he 1is

time intervals, ,

b) Children verbalize the
temporal concepts in relation -
to themselves and others
while they are working.

- 140 -

child could draw & picture starting his project, L
of himself (spatial |
relations). 6) Child tells when he has ’
. ' finished his project, Teacher
may sometimes aspquestions
about the finished product
to reinforce that it is indeed
completed, '
3) Children ocut out shapes 3a) Teacher consistently rein-
the teacher has drawn on forces stop/go, begin/end,
construction paper; they start/finish, as ohildren
do this during specified are working.

" oww M N AR N el iaiefdg Siudiaindilh e SRS ARSI . o



Motoric

4) Use art projects which
take a long time to com=-
plete, such as plaster of
Paris hand prints which
oan be made one day and
painted on the next day.

5) Use pictures to exper-
ience "start", "stop", and
"finish.," Pirst, show an
incomplete drawing of a
;irclg and a ::Tglete one,

. 'Then have a ¢ start
drawing a circle; have him
stop before he is finished,
He may then finish the
drawing.

6) Planning Timeiis used to
stress the concepts "begin"
and "end", "start" and
"rinish" in making plans
‘for Work Time,

“141 =~

ha)

b)

Verbal

Teacher tells children that
they will start an activity
today, but they will
not finish 1t until

tomorrow,

Children are encouraged to
tell when they are bdbeginning
the activity and to discuss
when it will be finished,

This should be carried through

- to the following day.

5a)

b)

c)

" 6a)

"b)

Teacher asks, "Which picture
is not and

finished?"
child responds verbally.

Child follows teacher's
instructions to "Start...
stop...finish,"

Child tells what he has done;
e.g., "I started to draw,..

I stopped arawing...then I
finished the drawing."

Children tell what their
Plana for work are; e.g.,

I am going to work in the
doll corner,"

Teacher asks questions to

elicit elaborations of, the
plans; e.g., "What are you
going to do in the doll

. ' eorner?"

)

Child explains: "I'm going
to begin with a party for
the dolls,"




7

8)

Motoric

Present pictures, movies,
£ilm strips which illustrate
activities the children
experience within the

school environment,

Children use commercial. or
teacher-made matoerials to
experience the time concepts
"start" and "stop", "begin"
and "end"i

)

(). .

ol
4

In this example, the child
besinauat one point and
ends at another point by
drawing a line from the car
to the house.

Verbval

7a) Teacher asks such questions

b)

8a)

)

- 1 “2 -

about the pictures as "What
did the children start to do
after they finished playing?"

Children answer, "They
gtarted to clean up the
HOUBQQ

Teacher tells the children
what to 4o and asks such
questions as "Where do we

begin...end?"

Child takes the role of
teacher and asks the
questions,

P——_r
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TEMPORAL RELATIONS

bl 4

Conceptual Focus: Ordering of Events
Level of Representation: Index
Agtivities
Motoric _ Verbal
1) Circle geme ldapbed from la) Teacher providea the verbdal
"Simple 81mon or "Do stimulus; e,g., "First
What I Don." (This activity touch your nose, next touch
can also be related to body your toes,"
awareness.) b) Children verbalize the action

.that they are performing,

¢) Children may take the role of
the teacher and lead the group,

, 2) Incorporate temporal concepts 2a) Teacher verbalizes a sequence
f with a seriation activity, as children are engaged in an

such as ordering siges, activity; e.g "PFirst a
block; next 8 iitff—ﬁlocﬁ

5 b) Child responds to such questions
| B as "What comes first?...What
comes next?" T

i t

! . ¢) Child states the sequence after
he has performed the activitys

| , "Pirst I used & big block;

: } _ . next I used a 1ittle block,"

A 3) Children experience time 3a) Teacher states the sequence
1 concepts while building to be followed to build a
| with bloocks., “ Partioular structure; e.g.,
~ .. "Pirst we necd a little block;
l , next we need a board,"

' , . I
3 b) Child tells what he is going:
to do and what he will need, !

e) ggildre? recall :20 ::qu:ncel
rst used a big oc¢
next a board," '

o

4) while children are making ua)'Toacher explains what will bé
salt and flour playdough done first, second, last.,
or mixing paint, the b) Children answer such questions

* | teacher should oonsistently "
reinforce time concepts, ::coﬁggﬁ is needed first...

, , ¢) Childron recspitulate steps ln
[ , : - , the sequence of the activity,
, v after it has been completed,:

{ B | C . 143 o g




5)

.6)

7)

. 8)

Motoric

The children are given
certain motoric ‘actions to
perform in a specific
sequeonce, '

As children work through-
out the day, the teacher
emphasizes the goncepts’
"1f...then" and"because,"

Teacher incorporates a
sequence of commands into
the children's activities,
Spatial oconcepts of

direction or position may . .

he emphasized at the same
time, .

Reinforce the temporal
concepts throughout the
day. )

5a)

b)

)

6a)

b)

Ta)

b)

c)

. 8a)

b)

-4 -

Verbal

Teacher says, "J'irst Jump

then skip, then do 1t again.”-

Children say what they are
doing as they perform each
action., The teacher should

encourage the use of "first.'.

then" (or "next") in their
statements.

Children tell what they did:
"First I jumped, then 2
skipped,"

Teacher says, "If you put

on your boots, Then you will
be ready to go outside
because it is wet outside,(

Children tell what they must

do before they begin an active
The teacher should '

ity.
encourage the use of "ifr,"
"then" and "because,"

Teacher gives commands before
children perform the taskj

e.g., "First make the car go .

up the » 8econd make the
car go down the hill, and
third pu e car in the
garage." Note: If three

commands are too many for some

children, use only two.

Child tells what he has done
after completing the task,

Children take the role of
teacher and instruct the
other children to follow
specific sequences,. .

Teacher and children discuss
the routine of the day, what
happens first, second, third.

p——

e

o~

At Juice Time, teacher may say:

"If you sit down, thcn you
will be ready for Julce,":



‘Conceptual Pocus:

TEMPORAL RELATIONS

emphasis on the order of
events.

' 2) Children and teacher cut out

magazine pictures and place
them in a
story. (Initially the se=-
quences should involve no
more than three pictures,
but later four-and five-
plcture sequences may be
used,) A possible sequence
might be:

8) Boy getting a fish-
ing pole

b; Boy catching fish
Boy walking home
with fish

3) The children arrange three
- plotures in the proper
sequence, 2.8., seed, stem,
flower,

a sequence to tell a"

~ Level of Representation: Symbol
Activities
Motoriec
1) Read stories with la)

b)

o)

2a)

b)

o)

. of firat, second...last,

4)

3a)
b)

)

- 145“

sequence of plctures,

for the activity,

Ordering of Events

Verbal

Teacher reads the story and
emphasizes first, second,
lgggtin order!ns the story's
events, |

Teache:» asks questionn re=
lated to the story: "What
:::?3he first thing Harold

Children recall events of
the story in the proper
time seguence.

|
Teacher and children discuss’
what is happening in the
individual pictures,

Teacher tells the children
to put the pictures together
80 they tell a story.

Children verbally sequence
the events depicted in terms

Some children may be able to
tell a story from the

Teacher states the instruetions

Teacher says "Tel)l me which
plocture is first,...next."

Children verbalize the time

sequence; "The seeds are first;
the stem 18 next, and the
flower 1is last." Some children

should be able to state’reasons
for the order, l

1
)
1




Motoric

u) Children make threc plctures
which show a time sequence.
For example, the teacher can
draw three drinking glasses

' before the activity begins
and have the child draw a
line on each glass to portray
the sequence "full glass”,
"g#lass with some gona". and
"almost empty glass,"

5) During ‘an art activity used

" to emphasize a seriation

+ ooncept, temporal concepts
should also be included;
'@.8ey the activity may in-
volve pasting shapes:on
'paper 80 that the end
product looks like this:

Temporal concepts should be
stressed while the child is
-working on the activity.
6) Teacher presents a sequencs
of three or four pictures
which tell a story, and ‘
after arranging them in the
proper order, children
motor-encode what is shown
in each picture, (This
. activity could be used as
~ a small group activity with
each child motor-encoding
. one or the pictures).

-146

Ya)

b) Child recalls how the glass

5a)

| The child may actually have |

.6a)’

b)

c)

Verbal

Teacher may tell a story to
ald the children in ?errorming
the activity; e.g., "A boy.
poured a full glass of Juioe.
Draw a line to show me how
the glass would look,"

looked first, next, and last,

(4

Teacher asks such questions
as, "What would happen 1if

the smallest heart was pasted
firs tempt to develop
a logical sequence relating i
to "i1f...then...because"),,

to experience the situation '
before he is able to say what
would happen, but the teacher
should encourage children to
hypothesize without experiencin
the situation,

Teachcr glves the instructions;
"Show me what the boy does
first," [

Child tells what he is doing,

Children who are not directly
involved in motor~encoding
activities could tell what
the proper sequence is or
tell a stopy about what the

. other children are doing. f
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Conceptual Focus:

1)

2)

3)

k1Y :‘ 't... ..'

TEMPOHAL RIELATIONS

Motoric

During Work Time, the
children should be ene-
couraged to work in the
various areas for ine
creasing lengths of time,

Planting 6! seeds,

The children use small
table bli.cks to make a
barn; when the barn 1is
completed, the teacher
might extend the activity
by having the children
classify a set of objects
acocording to which would
g0 in a barn. This
activity ocould be done

in two days, one day to make |

the barn and the next day

to classify the objects,

“ur-

'nggl of Representation: Index
Aotivities

la)

b)

2a)

b)

3a)

b)

)

Within Time Periods There are Ditrerent
Lengths of Time

Yerval

The teacher suggests ways the
children can extend their basioc
activity ro that it will take
them a longer time to complete.

Teacher suggests to the child-
ren that they work on their

activity for a longer time
than they did yesterday.
During Planning Time the
teacher and children discuss

. how to plant the seceds,

Teacher points out that, while
planting takes a relatively
short time, it will take a
F_i__t_bnerii'fr'ie before the seeds
egin to grow. She encourages
the children to verbalize
these concepts,

The teacher offers suggestions
for extending the activity; .

e.g8., "Now that you have made
a barn, what are you going to
put in 1t? What would go with
a barn?"

Child discusses possible items
for placement in the barn,
e.g., tractor, horse, cow,
Child then tells which items
he will place in the barn,

Teacher and children discuss
tgetgctivity 1n1te:msko{ length
0 me; e.g8., 1t too onger
to make the barn than to

decide whioch objects to put

in it, or, the whole activity
took ionger then either segment,




TEMPORAL RERATIONS

Conceptual Focus: Within Time Periods There Are Different !
Lengths of Time |

Level of Representations Symbol

Activities

Motoric Verbal
1) Show pictures of activities 1la) Using the concepts first, ;
like seed planting, which seccond, and last, te acﬁer
the children worked on at and oh ildren dis cuas the
the index level, Show sequence of the pictures,
pictures of a seeg a stem, The teacher and children ahoqlc{
and a flower, in the ' then discuss the depicted event

sequence of growth, , in terms of short and lon
| periods of time, a— |

\ : . . b) Children answer questions
' ' posed by the teacher regarding (
relative lengths of time in

the growth sequence,

2) During Planning Time, 2a) Teacher emphasizes that Work |

children plan, using Time is a long part of the
their symbols, what they day, but that whatever the ' ﬁ
idren plan for Work Time 2

will do at wOrk Time, chi

: may take either a short time
or a long time; it may take :
up the whole of Work Time: ;
or just a part of it, -

'b) Teacher and children discuss ,

" o e , how long the various segments
Cl ' h : of .the class day are; e.g.,

S L L "Cleanup Time is shorter than

Work Time,."

6) Children tell whether what
they have planned for Work . | .
Time will take a lo time
or a short time to r'inish,

v e

- 148 = -
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Motoric

3) Seasonal changes may be

dealt with in terms of
lengths of time., This

., “would involve the present,

‘“’

o— pes-s -

gm.l

future and past, which may

. be too difficult for some

children; if seasonal
changes can be related
to events in a child's
life, it may be mor
meanlngrul. ;

During Planning Time the
children plan for some
special activitity like a
birthday party, with
emphasis on time lengths;
preparation for the activity
should take a long time,
perhaps three or four days.

« 149 -

Verbal

3;)‘Teacher aayaeh"buthcr w111|

b)

- Wa)

b)

have his birthday when it is
very cold outside, It will:

'not be very cold outside for

"10 timeo"

Teacher and children discuss
lengths of time in relation
to seasonal changes; e.g.
"Now it is warm outside; it

will be a long time before

1t will bcToﬁT"—' |
Teacher and children discuss
what they will need to do for
the party and how long the

various preparations will
take, '

Children recall activities
in terms of lengths of time
involved,
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OCTOBER
EXPERIENCE COMMENTARY
October 10 October 10
12:45-1:00 Arrival 12:45-1:00 Arrival
..~‘.Nﬁoﬂxtho children first . The paper symbol represents
arrived at school, they were tho child and gives him a special
given symbols (animal shapes identity in the classroom environ-
made from construction paper), ment. With his symbol on his locker,
a different one for each child. each child should be able to distinguish
The children were shown their himself and his belongings from the
lockerl. and each child's other children and objects in the
“”Mwﬂuﬂ mbol was taped to his locker. ,u~“w_w‘”qglgssroom.' B A
~-=-“The ‘children were then guided S e ' R i
to the quiet area.
o ines ,,,:,._31_:00-1 :30 Planningr‘rime cortgreecwe g T c-1000-1:30 Planning Time L, g earen

During the first 15
minutes of Planning Time, the
children worked with tinker
toys and table blocks in the
- quiet area, sorting the objects
according to size.

During the second portion
of Planning Time, the children
selected the areas where they
wished to begin working during

Work Time. The teachers strossed
'‘the idea begin, )

1:30-2:15 Work Time

The children who selected
the art area worked with big
and little circlos and squares
of construction papor. Some
of the shapes had becn mado
by the teachers; paper and
scissors were available for
children who wantod to make
their own shapes. The
children pasted the shapes on

-151 -

"Time.

-

During the first part of
Planning Time, the children were
menipulating real objects and
grouping them according to size
(big/little). When some children
werc unable to perform the task,
the teachers noted this in order to
begin planning for more individ-
ualized instruction.

Selocting one area in which
to begin working gave each child
8 relatively simple plan to
follow and introduccd the temporal

concept boginntnp.
1:30-2:15 Work Time

Tho art activity was -

designed to emphasize the
concept bif[little.on a
slightly higher level of rep-
resentation than during Planning
The Planning Time activity
xsed rcal objects, while the

[

rk Time activity used two-
dimensional cutouts of shapes.



EXPBRIENCE

pctoborllo

pleces of paper--little circles
and squares on one sheet and
big ones on another. A teacher
was always in the art area
eliciting verbal responses frdm
the childron and encouraging
conversation related to what
they were doing.

In the small motor area,
children worked with big and
little cars and blocks. Roads
and garages were made with the
blocks. The teacher constantly
omphasized the size relations
of the objects, eo.g., big
garages were for big cars, and
encouraged verbal responses from
the children. :

2:15-2:30 Cleanup Time

During a short meeting before
Cleanup Time, the children selected
areas they would clean up. The

teachers emphasized the size relations

of the objects the children were
putting away; for instance, two
children were

- 152 -

COMMENTARY

October 10

While this classification
task was the immediate goal,
the teacher kopt in mind the
ongoing objoctive of having
the children complete each
activity they engaged in.

Children in the small
motor area displayed their .
understanding of two relational

- concepts: they knew that cars
,move on roads and that cars

are put in garages. While

... blocks are rocal objects, some
'‘'of the children were able to

represent roads with them;

some were also able to construct
spatially woll-proportioned
garagos for either a big car

or a little car. During this
activity, the teacher assossed

the level of operation and of
representation at which cach child
was functioning with regard to the
concepts being stressed.

The tedchers emphasized the
spatial concepts on/off and %gzggg
as the children sorted the shapes
and played with tbe blocks and cars,

2:15-2:30 Cleanup Time

The children were having
a difficult time before cleanup,
s0 a meeting was held to assioen
specific tasks (impulse control).

The teachers used this
period to review and reinforce
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October 10 | October 10

I vesponsible for. finding all tho classification concepts
‘the big blocks. | - *'big and’ little on the object
(I . C . C e . iv e .o ‘level, For instance, 8 teacher
would say: '"All of these are
' : : blocks. Some are big and some
I ' . ‘ ' - are little. Now Glen, Tim,
. A " . Robert and Jerry are the blockmen.
Glen and Tim collect all the
' big blocks; Robert and Jerry
.....collect all the little blocks."

e - -' R \.tba u- 2. lp n-.."-a ..:-,...
T
a® - N IOP- (133

C 2 30-3'00 Juice and Group Timo - 2:30-3:00 Juice and Group Time
R .Cookies and juice were .. ... . - - ., . .. Bach child was sble to
distributed to the group. Cookies follow the teacher's direction
f of two sizes were used, and each to take one big and one little
‘ child selected for himself one cookie (seriation). The use of
big and one little cookie. full and empty was a seriation
There was brief discussion task involving the two extremes
sbout the juice cups being full of a continuum.
and empty as the children poured
their own juice and then drank Some of the children
it. could point to pictures illus-
trating spatial concepts (up/down,
A story, "Go Dog, Go", in/out) which the teacher had
was road to the group. - oscn to omphasize.
3:00-3:30 Circle Time . 3:00-3:30 Circle Time
The children went outside The children weore motor-
today to play on the playground ically experiencing the spatial
equipment. The teacher empha- : concepts verbalized by the
sized spatial concepts as the . ' teacher. Some children were
children played. For instance, able to give verbal responses
as the children used the slide, to the teacher's questions;
! the teacher stressed up/down ¢.g., "What are you doing?"
‘ and high/low. "I am going down the slide!"
| 3:30 Dismissal 3:30 Dismissal
Children went to their Body imago (spatial relations) and ..
‘ respective lockers for their relational classification were
coats and hats. As the child- emphasized during this time.

ron put on their clothing, the

! .
1 . 15'3 .
?
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BXPERIENCE
October 10

teachers emphasized body
parts in relation to articles

of clothing like hat/hoad. They
made up songs and the children
joined in the singing.

October 12

12 45 1:00 Arrival

' Immediately ‘after the
children put their coats into
their lockers, they went to the
" quiet area, designated as the °

gathering place for Arrival Time.

Some children worked with
the pegs and peg boards. The
teacher placed three pegs in
8 line and asked the children

to count the pegs and place them

in a line. The teacher asked
othor children to bring some
blocks to the table. The

children responded appropriately

when asked how many blocks they
had brought. Other children
worked with puzzles of human
figures.

1:00-1:30 Planning Time

There was a brief dis-
cussion about what some of the
children had done in the quiet
area. Then the teachers dis-
cussed with the group the
activities which would be
available in the work

COMMENTARY

October 10

Qctober 12

12: 45-1 00 Arrival
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The actlvities with the
pegs and blocks were seriation
tasks concerned with counting;
the puzzles pertained to body

‘image. The children put the

puzzles together with very

little difficulty, and the

teacher encouraged them to find

and name the same body parts on
themselves. This type of activity
is used to help the child make

the transition from himself as

an actual object to a representation
of himseclf,

N\ .
1:00-1:30 Planning Time

Having some of the children
tell the group what they had
done in the quiet area emphasized
temporal relations by recalling past
events.

o



EXPERIENCE ’ COMMENTARY

- -

” October 12 October 12
‘ areas. Some children decided for ' The purpose of discussing
themselves which areas they .+ ... the materials and activities
: would work in. They told the e available in each arca was to help
N *  group what their choice was the children stick to their
and then wont to the areas to _original plans and to becomo involved
: begin work. The teachers in one activity instead of flitting
% worked individually with those about, from one activity to another
children who were unable to make (impulse control). Through this
e decision and helped each planning activity, the child
{ child select an area where the -- knows vhat, specifically, ho

ey vl e @CLAVALY Would be enjoyasble,:r- - -tz ~-will be doing when he chooses s
Con e e e . ' . particular work area. For one
reason or snother, some children
e mvitaeei vy, .. 8ye MOt 8ble to decide what they .
WA Y L LN YT WAL SRETIE ARIERTL T T2 would 1ike to do.  An art activity
“of short duration is usually available
to help those children become
involved in the school day and to
become more relaxed in the
school environment (impulse
control and temporal relations).

1:30-2:15 Work Time 1:30-2:15 Work Time

The art area was equipped Two colors of paint were
with paint (two colors), clay, ' available so that simple classi-
rolling pins and cookie cutters. fication concepts, such as

e . same/not the same/different,

The children in the doll could be relnforced.
cornor became involved in '
housckeeping activities. They Some children demonstrated

y used water for bathing the their understanding of re-

f dolls and washing the dishes. prescntation by using clay to

. The childron dressed the dolls, make cookios. The various
"eooked" for them, and 'fed" shapes also allowed sorting
then. tasks relevant to same/not the

same/differont. The children
motor oncodea by pretonding to
bake the cookies and then eat
them. (One child, unable to
motor oncode the action, .
actually put the clay into her
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October 12

-

2:15-2:30 Cleanup Time

The children woro assigned
spocific tasks. All but four

children did a good job. Because
these four would not participate

in the &leanup, they were not
pormitted to join the group for
julce and cookies.

2:30-3:00 Juice and Group Time

After the juice and cookies

had been eaten, a flannel board
was used. On the flannel board

were three pieces of felt which,

when put together, made up a
hunan figure. The children
took turns labeling the parts,
pointing out the corresponding
parts of their own bodies, and
putting the puzzle together.

e

- 156 -

COMMENTARY

October 12

mouth.) This indicated to the
teacher that the children had
a clear mental image of the
process involved in making
cookies.

The children wanted to
use real water although they
had pretended to use water in
the past. It is felt that

. thore is a back-and-forth

phenomenon in the child before
he is able to accept finally
tho notion of pretending to
use something which is not
directly perceivadble.

2:15-2:30 Cleanup Time

Classification concepts
were emphasized throughout
the cleanup period. For in-
stance, in the doll corner,
all the spoons belong in one
drawver, all the forks in
another drawer.

2:30-3:00 Juice and Groun Time

The emphasis during Group
Time was on body image using
two levels of represcentation--
the childron's own bodies:
(object level) and the more
abstract felt puzzle (symbol
lovel). Part/vwhole relation-
ships were emphasized also with
the puzzle. Since this is a
relatively complex activity, the
number of pieces was limited to
three; as the children learn to
work with puzzles, more pieces
would be added.

PR
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EXPERIENCE
October 12

'$:00-3:30 Circle Time

The children were' taken
outside today to perferm such
actions as skipping, jumping,
running, rolling, hopping.
Teachers and children played
s follow-the-leader game incor-
' porating these actions and
"made up songs to accompany the
" ‘actions, such as "I am Jumping,
Jumplns. :lumpinz- oo

cmo‘wm LAl SRR LN mw“-v L oemr K e X ey m Md—m*7~\mﬂvw oS
DETT2. ] w2 Wt worrhy

3 30 Dlsmlssal

As usual.

October 14

12:45-1:00 Arrival

All the children went to

the quiet area. When some children

began working with table blocks,
the teacher suggested sorting
big and little blocks.

Other children sorted
teacher-made cards with pictures
of cars, watches, and couches
into three groups. The tcacher
asked questions about the group-
ings the children made, empha-
sizing same/not the same/
difforent.

1:00-1:30 Planning Time

The teacher led a discus-
sion concerning the way today's
routine would be different.

Work Time was omitted today

in order to take a walk outside.
Leaves were to be collected so

$:00-3:30 Circle Time

- 1§57 -

COMMENTARY
October 12

[
» . e A

Actions 1nvolving the
whole body were performed to
demonstrate the different
things the body can do (body
image, object level). The
songs added a verbal dimension

. .to this motoric activity.

=iy 1w e

a < - Tt Yo kw e atw
T wme ant Gkt Wm0 ® «? 3 C [ € IR R
[ ]
+30 Dismissal
3 smissa
f

October 14
12:45-1:00 Arrival

All the children could
go to the quiot area indepond-
ently, indicating an improve-

‘ment in impulse control.

The children sorting the
big and little blocks were
classifying on the object level;
childreon sorting the picture
cards wore classifying on
the symbol level of re-
presentation.

.1:00-1:30 Planning Time

. Temporal concepts (order- .

ing ovents) were emphasizoed '

in. the discussion concerning

the trip. First, second, and

last wore related to wTht the
children would be doing (plan-

ning).




EXPERIENCE ° COMMENTARY

October 14 , October 14
that thoy could later be used The children had become
in the classroom for making quite familliar und comfortable
placemats. The placemats would with each other and with the
be used during Juice Time. o classroom environment; now it
SR rooe became one of the goals to help
. the children bocome familiar .

‘ * and comfortable with the environ-
ment outside the classroom.
The underlying concept was for
the child to move from him-
. sclf and to understand how he is
. . I v ‘Wi s .. an object.among many objects.
L During the walk, the toachers
emphasized spatial relations.

- 1:130-2:30 Walk L LV P 1:30-2:30 Walk

As the children were taken Although the teachers were
outside, thoy observed the city | unavare that there was going
firemen with their firetrucks , to be a domonstration, they
and cars, putting on a demonstration. decidod to use it to reinforce
The firemen were showing how their concepts they had previously
ladders were used, what clothes taught. '
they noeded to wear, what equipment
was nceded. The children watched Classification (relational)
with great enthusiasm; the . was reinforcod through the fivemen's
teachers provided the verbal equipment and clothing. Spatial
stimulation while the firemen - concepts were reinforced as the
were engaged in a specific firemen demonstrated the use of
action. For example, the concepts' the cquipment,
of up/down, high/low were '
reinforced while tlie firomen Seriation of size was
climbed the ladders. The teachers emphasized as the chiildren
pointed out the clothes the firemen gathered leaves. The classi-
were wearing as well as the equip- fication concepts same and
ment they were using. difforent (shapes of leaves)
o : were emphasized also. Spatial

The children then pro- concepts of direction’'and body
ceeded with the walk, finding image were reinforced motorically
big leaves and littrle loaves, as the children walked and
leaves with the same shape hopped.
and leaves with different
shapes. Not only did the children The traffic light was re-
walk up and down the hills, they lated to stop and go, or the
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EXPERIENCE
October 14

also ran, jumped, hopped and

skipped. : e
! =
+ X . * 3 ) ¥ % &
* -
:

""'As the children crossed
the street, stop and go were
related to the colors of the
traffic lights. -

The teachers stimulated

verbal responses from the chlld- .

[ w'ww—;mp- Mm‘mwm r\t v' l T&.‘* -1‘ K .f.uz’ Pem *

[ T

wren?by initiating songs or "o~ UTTITM
" chants which the children easily

picked up and began to sing
themselves

NG e S @ Gur @ man Yot - u-l- - -m-——- .
£ w ¢ .

2°30 3:15 Juice and Group Time

The children had their
juice and cookies as usual.

The leaves which the child-
ren had collected were used during
Group Time. The children
selected . a big leaf and a little
leaf of the same shape from the
assortment that each had
collected. After each child
~had selected his two leaves, trans-
parent contact paper was distributed
‘along with a paper cutout of
each child's symbol. The
children put their leaves and
symbol on one side of the paper

-

. ..and folded the other side over

it. The product became a
personal placemat for each
child to use during Juice Time
in the future.

3:15 Dismissal

As the children were pre-
paring to go home, a song was
sung to the tunc of 'Mary had

« 159 -
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COMMENTARY

October 14

time when you cross the street
This is
a fairly complex notion: the

"color changes of the light

represent the action which the
child must perform, Some
children were able to under-
stand this; others were not.

2]
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"2:30-3:15 Juice and Group Time

Spatial concepts of

position were emphasized during

this activity. As the children
placed the leaves on the paper,
the teacher introduced the
spatial concepts on/off and
inside/outside. e children
slso exhibited an understanding
of classification of size and
shape whoen they were able to
sclect big and little leaves of
the same shape from sp assort-
ment of various shapes and
sizes,

The group touched upon temporal
relations by discussing future
plans for using the placemats.

3:15 Dismissal

The primary goal for thls
activity was to emphasize spatial
relations, specifically body aware-
ness.

+ St g MO W (alaiPeer o B Pek ¥ ¥
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EXPERIENCE : ' COMMENTARY

October 14 ~ Octoher 14
a Red Dress.” The words were ‘  Tho rolation of articles of
changed to stress the articles clothing to body parts
of clothing worn by tho child- (relational classification)
Ton. was also rcinforced.

October 17 : October 17
12: 45 1:00 Arrival ' . 12 45 l 00 Arrival

B 4R e T The childron gnthored in‘“* Ceo o 1ho chlldren working with
the quiet area, selecting the Lego blocks were involved
various table activities., Some with spntlal relations conceots.,
" children worked with the puzzles o

and Lego blocks. The teachor ‘ ) The puzzles reinforced
helped children who wore working pnrt/whole relationships. A

with the Lego blocks to make . fire truck puzzle gave the teachers l'

structures which were high, not an opportunity to talk with

high, and low. the children about the fire- .
, men they had scen a fow days

Children.working with the earlier. '

puzzles could work independently, '

but the teacher elicited '

verbal responses from them

about what they were doing. l

Some children were not

able to bocome involved with ’
any activity, which resulted
in their antagonizing other ‘ \
children. ' ‘
1:00-1:30 Planning Time 1:00-1:30 Planning Time

A trip to the fire station Planning Time focused upon
was planned for today. The temporal relations. One goal
firemen's demonstration on October was recalling past events, the
14 was discussed. Some of the specific event being the firemen's
children were able to recall demonstration.
all they had observed on that
day; others could rcmember a The pictures were used to
few things they had seen. stimulate thinking about and
Pictures were used to show verbal responses to the things

some of the things they the children night see

- 160 -
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EXPERIENCE

sbctober 17

they would see today. When
the children were asked what

" . they expected to see at the fire

station, they mentioned a
sliding pole, fire trucks, and
firemen.

1:30-3:00 Trip

...Nhen the children arrived

. . @t the fire station, a fire-

man in uniform greeted them.
For the most part he used
language far above the verbal

the teacher rephrased the
fireman's explanations,
incorporating the goals which
she had planned to emphasize
during the trip. She focused
strictly on the roles of the
firemen and on their clothing.
The tour of the fire station
showed the children where the
firemen cook and eat, where
they sleep, and the telephone
where a fire is called in,
The firemen demonstrated
sliding down the pole and
showed the children sirens on
trucks, equipment, and
firomen's clothing. A
highlight of tho trip was an
actual fire call, at which
point the firemen had to leave.
The children enjoyed the trip, bhut
some were frightenod when the
siren was .sounded.

- 161 -
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October 17

at the fire station. The children
who could think of some things
which they might see there showed
that they had formed mental images
of a fire station.

1:50-3:00 Trip

Of the three goals for the

3ttrip ‘to the fire station, one

goal was to follow up on the
demonstration the children had

..seen a fow days before (recalling

past events). Another was to
stress the roles of the fire-

men; this was important for future
classroom re-enactment of the

trip to the fire station (socio-
dramatic play). The third was

to emphasize relational classi-
fication by talking about the
firemen's clothing and equipment.



EXPERIENCE . | COMVENTARY
Octoboer 17 October 17
- 3:00-3:30 Julce and Group Time 3:00-3:30 Juice and Group Time
During a brief discussion . Recalling past events and
which centered around tho fire ordering events were the
station oxperience, teachers temporal reiations goals of the
emphasized what was socn first, discussion. The children were
second and last and asked able to remembor what they had
about the clothes the fivemen seen and to order thesc ovents
wear when they are fighting a chronologically,
* fire. A teacher onded Group ; L , ‘
Time by reading from "The " " Relational classification
Great Big Fire Enginc Book." concepts were rcinforced through

the verbal rosponses the children
femel, Co e e e olopaml ot Dopea, e gave concerning the firemen's
' clothing.

The children wanted to
hear a story, and the teacher
selected this particular book
to reinforce what had been
experienced at the fire station.

3:30 Dismigsal ’ 3:30 Dismissal
The children put on their
coats and sweators and were -
dismissed.
[]
October 19 October 19 |
12:45-1:00 Arrival 12:45-1:00 Arrival
Children went to the quiet As the children wore
area for short self-initiated frecly engaged in various
activities. activities, the tecacher
: implemented classification
Some children used the and seriation goals. The
small table blocks; the teacher classification goal was
- 162 -
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EXPERIENCE ' ' COMMENTARY

October 19 - October 19
‘incorporated language into the . description by color. FPFor
. play situation by using such - .instance, the objects used
terms as all/some and short/tall. were all beads, some were
, red, some were blue. The

Other children used wooden concepts same/not the same/
beads, making various patterns different were stressed also.
as they placed them on a string.

The teacher encoursged the Seriation goals were
-, children to verbalize: numbers _ ordering numbers to three and
~to three. The children counted = “‘ordering two sizes (tall/’
the beads; some children were short).
sble to recognize number group- f
com wse e ANES €0 three without first . - S s e ame s mtan v mem - -
counting thenm. '
1:00-1:30 Planning Time 1:00-1:30 Planning Time

The teacher discussed . The temporal concept
with the children the various beginning was emphasized in
materials which would be the planning session. The
available for' their use in children were encouraged to

' the work areas. The children plan for Work Time before
then chose the areas in which becoming physically involved
they would begin their work. in the activities (impulse

- - . control).
1:30-2:15 Work Time . 1:30-2:15 Work Time

During Work Time, some of As the children worked
the children used finger paints with the finger paints, the
in the art arca. Two children . toacher asked them to move
who did not want to use the their hands up and down on
paints at all were more intorcsted the paper. This motoric exper-
in watching the others paint. ience helpod them to get the
The children made designs by fecl of those spatial concepts.
moving their arms and hands in This task was on the index level
a variety of ways. of representation.

Other children played in ' Motor encoding activities
the doll corner. The children involving the use of objects to
pretended to feed the dolls, perform an action (ec.g., using
wash dishes, and kecep house. a 'spoon and pretending to eat)
They matched the kitchen utensils were initiated by the children
to outlines of these same themselves. The teacher
utensils. " asked quostions rclating to what
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EXPERIENCE

October 19

2:15-2:30 Cleanup '

Cloanup was performed as
usual.

2:30-3:00 Juice and Group Time

Children passcd cookies to
. each other and poured their own
juice. Each child took one or
two cookies. They wore en-
couraged to verbalize what they
were doing as thoy performed
the actions.

n~\
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October 19

the child was doing. The

children still secmod to have
difficulty intiating conver-
sation among themselves. They.
are able to operate on a fairly
high level of representation,

but the verbal level is relatively
low, '

L 4

Classlfication goals were N

'implemented through the use of

roal objects (utensils) and
their outlines. This is a
typical activity for helping

‘the child make a transition

from the object index level to
thé symbol level of representation.

2:15-2:30 Cleanup

Major goals emphasized
included classification of
sizes on the object level of
representation and seriation
of three sizes of bLlocks. The
teachor used languago which
corresponded to the concepts
being taught; for instance,
with seriation, the language
uscd included little, bigger, and

biggest.
2:30-3:00 Juice and Group Time

As children passed the
cookies and poured their juice
the temporal concepts start/
stop and the seriation concepts

one and two were emphasized.

*
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October 19 October 19

Rhythm activities involving Spatial concepts concerning
the hands were presented to the «+ + ««- position were used with the
children. The children were children in relation to the
instructed to put their hands table. The teachers provided
on/off the table, under/over the verbal stimulus; the children
the table. performed the actions. The

children were encouraged to
. ' respond verbally.

3°00-3'30 Circle Time mﬂmph_”; .uéwasyﬁl?“ 3'00-3 30 Circle Time ‘ .
T This time was dovoted to R The trip to the flre

discussion and activities con- station was discussed in order
v e . -n. Corning the trip to the fire .+ we o .owe to emphasize a sequence of events
"7 777 station using firomen and _.and to recall past events

ladders the teachers had made verbally.

from construction paper.

Bach child was instructed to Paper representations

place 8 fireman in a parti- ' werc used to facilitate the

cular position relative to - children's understanding of

the ladder, and then to tcll position in space. Specific

the other children where he spatial concepts included

had placed the fireman. For on/off, noxt to, up/down,

instance; the teachor would gh/low, and top/bottom.

say: "Sherry, put your fire-

man on the ladder." Sheorry .

would porform the action.

The teacher would then ask: -

"Where is the fireman?" Sherry
would respond: '"The fireman

is on the ladder." \
3:30 Dismissal | 3:30 Disnissal

As tho children were pre- The purposc of the song
paring to leave, the teachors was to reinforce body concept
initiated songs about articles and body awarcness.

of clothing that the children
were wearing.
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Qctoboer 21

12:45-1:15 Arrival

Some children usod counting
rods to comparc differences in
size by standing the rods on
end. The teacher suggested that
the children put all the short
rods in anothor group. The
children seomed to enjoy this
_task and did it correctly.

The paper firencn and
ladders were available in the
quiet area. Some children used
these materials and rocreated
the group activity of the pro-
vious day. Ono child took the
role of teacher, tolling the
other children where to place
their cutouts.

1:15-1:30 Plahning Time

Bach child told the group
where he would begin work. The
children then went to the areas
they had chosen.

1:30-2:15 Work Time

Some children worked in
the art arca whero paper cirgles
in two sizes had boen made be-
forehand by the teachors. The
children made a collage with
the circles; they verbally
idoentified the sizes of the
circles as they pasted them
randomly on paper. '

The children in the doll
corner were ongaged in the

- 166 -
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Octohar 21

12:45-1:15 Arrival

The goals for the activ-
ity with the counting rods
wero soriation of two sizes
and classification by size.
The children were able to
identify verbally the groups
of rods after performing the

action.

The temporal rclations
goal of recalling past ovents
was reinforced with those
children who could recreate
the activity with the cutouts
of firemen and ladders.
Spatial concepts of position
wers also reinforced through
this activity.

1:15-1:30 Planning Time

The temporal conce)tis

beginning and end were cupha-
sized during the plamning
period.

1:30-2:1S Work Time

As the.children pasted
the circles, the teacher
emphasized big and little
as well as the spatial concopt
on ("put the circle on the

paper").

During the sociodramatic
play in the doll corner, the
teachors took a passive role,
simply observing the play

- L
- -



EXPERIENCE ' COMMENTARY

October 21 October 21
fairly complex integrated type situation. The children had
of dramatic play known as 8 Clear mental image of
sociodramatic play. Each child the roles in a family unit.
had a very definite role to play They could pretend to be some-
in & family unit. Two children one elsc and to put themselves in
were babies; there were two snother person's place; they
mothers and there was a neighbor were able to sustain a dialogue
who visited frequently. The that they had initiated
children's dialoge was typical themselves., (Children could
of a family unit. For instance, perform the functions of other
‘'when the neighbor knocked on the _ . people, but this is not to say
door, one of the mothers greeted that they could experience or
him, invited him inside for understand the "feeling" of
coffee, asked how he was. snothor person.) This was a
o L, e e gmmgemaeor ppeemee | someseyTIEnn ot 0 0 L very intense and successful

' instance of sociodramatic play.

2:15-2:30 Cleanup 2:15-2:30 Clesnup
One of the children got ' The child who got the
the tambourine uscd to signal tambourine domonstrated that he
the beginning of Cleanup- and has internalized an aspect of
gave it to a tcacher. As the temporal reasoning: he knew it
children put the materials was time to clean up becausc he
away, the teachers stressed the realized that the length of time
sizes of the objocts. had been sufficient for Work
' ' =~ Time.
- 0 The children seemed to be

satisfied with what they had
accomplished during Work Time:
they recognized, through the
tambourine signal, that this
particular segment of the day
had ended (temporal relations).

Classification according
to size, using rcal objects
(blocks, dishes, utensils),
was reinforced by the teachers,
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October 21

'gi30-3:30 Juice and Group Time

Juice and cookics were
served.

Three sizes of firemen
cutouts were used in a flannel
board actlvity. Each child had
an opportunity to arrange the
firemen on the board cither from
largest to smallest or from
smallest to largest., The child-
ren told the teachers what thoy
had done.

Another fireman cutout,
divided into three pleces, was
used with the flannel board.
Each child had an opportunity to
put the pleces together properly
to make a whole figure. The
children were encouraged to
talk about what they were doing.

3:30 D{§mis§al

The children put on their
coats and werc dismlssed,

- 168
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2:30-3:30 Julce and Group Time

Seriatlon of thice sizes
(and of mubers to three) was
the primary focus for the
flannel board activities. The
children had no trouble doing
the task, but they had somo
difficulty talking about it;

.i.e., identifving the small

cutout, the bigger one, and
the biggest one.

B Body awarcness through
part/whole rolationships was
the goal of the fireman
"puzzle" task.

3:30 Dismissal

-
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February 13

12:45-1:30 Arrival (Qyict Arca)
: and Planning

Some children worked with
the unit blocks making structures
and towers of various shapes.
They were experimenting with
a varlety of shapos to make
the structures.,

i

1

Another child uscd the o
unit blocks to make a gnarage
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February 13

12:45-1:30 Arrival (Quiet Arvea)
and Planning

The children who used the
unit blocks were learning how
to doploy the various shapes in
different positions in space
(spatial relations) to make
difforent kinds of structures
(representation at the symbo!l
level.)

sy oY
PO



RXPERIENCE

February 13

for his car. He would "drive"
the car to various parts of
the quiet area, making the
-sound of a car, and rcturn the
car to the garage.

Other children individually '

used the Lotto games, matching
the small pictures to the card.
The children were able to iden-
tify the item shown 1ln each
picture and tell what it is
used for or how it 1s used.

For instance, one child had
pictures of houschold items;

he was able to identify a broom
and tell vhat we do with it
("we sweop").

The children whb were using‘

the blocks wanted to go to the
large motor area in order to ex-
pand their structures with the
large hollow blocks. The
teacher planncd individually with
tiem rather than stop the work of
some children while others nmade
their plans. They also planned
with the rest of the group when
they had completed their
activities in the quiet area.
These plans were carried out
during Work Time.

Today might have been
called "house'" day since most
of the children made a house
from one thing or another.
Some of the children used the
variplay as their house,
bringing over dishes, food
and utensils from the doll
cormmer. However, the food was
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The spatial concepts into
out of and to/from were
strossed as the child played
with the car and garage. Mak-
Ing the sound of a car is an
example of a child's use of a
cue or symbol (child makes the
sound which is related to an
object). Rolational classi-
fication: the car and garage go
together because '"you put a
car In a garage."

Matching the picture to
the Lotto cards was an activity
at the symbol level of repre-
scntation., Although the
teacher initiated the language,
the children were able to
respond appropriately by
identifying the pictures and
telling how they are the same
or not the same (classification).

That some children working
in the quict area wanted to
move to the large motor area to
expand thoir structures with
larger blocks indicates that
they were able to extend their
environment (spatial) and sce
alternatives for extending
their play, through other
materials. '

The children scemed to be
grasping the notion of neighhor-
hood living in their dramatic
play. Many concepts were ex-
perienced as the children worked
together in their small community.
The child who made the statement
about the
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placed outside of the house.
When asked why they left the
food (plastic fruit and veg-
etables) outside of their house,
one child replied: '"That's not
food; that's our flower garden!"

Some children used the large
hollow blocks for making their
. house; another child used a large
. ¢limbing triangle draped with
sleep mats for his house; two
other children used the doll

_ corner for their house. The

total group had constructed a
small community in which there
was much visiting back and
forth. Suddenly, the two child-
ren working in the doll corner
spotted two stethoscopes and
decided to change the doll
corner into a doctor's office.
One child played the role of
doctor while the other child
used the variplay wvhecl
apparatus for driving sick
babies to the office. The
children in one of the houses
obtained two dolls from the
doll corner, took them back to
the housc, and called the
doctor. The mother's conver-
'sation with the doctor went
like this: '"Hollo, doctor? My
baby's sick; she's got thom
spots all over her--think she's
got the measlos!"

The child and doll were
picked up and taken to tho
doctor's office. The doctor
examined tho baby, gave the
mother some imaginary pills
and told her to go home. The
driver tuok them home.

cleaning, taking care of the
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flower garden was illustrating
her ability to use objects to
represent other objects, She
also exhibited an understanding
that a flower garden could be
associated with a house
(relational classification)

and that it belonged outside
(spatial relations).

‘'~ Many of the children — =% %77

demonstrated their understanding
of roles; e.g., mother: cooking,

children.

The children who had used
the doll corner first as a house
and later as a doctor's office
were demonstrating their
ability to see alternatives
within the environment and to
use the environment to fit
thelr necds.

The children showed that all
of them could be engaged in the
samec play, even though they
werc operating at various levels
of representation. For instance,
some children ncoded real objects
from the doll corner (ec.g.,
pots and utensils) while others
could pretend that the plastic
fruit and vogetables were
flowers.

The child calling the
doctor was obviously relating
something she had heard some-
where before, thus indicating
that 3he was able to incorporate
a past experience into a new
situation.

¥
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1

2:15-2:30 Cleanup

Bveryono did an ox-
tremely good job putting all
the materials avay. Scveral
children were able to finish
one job, sce something else
" to be cleaned up, und to
begin this new job
immodiately,

2:30-3:00 Juice and Group Time

The children sat in a
circle on the floor for juice
today and talked about what
they had done during Work Time.

3:00-3:30 Circle Time

The time was spent sing-
ing. Everyone clapped hands
and sang '"Here We Are To-
gether.'" Several children
asked to sing particular songs.
Children sang "01d MacDonald"
and took turns thinking of
various animals to sing about
and making the sounds of these
animals,
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Also, both the doctor
and the mother were operating
at the symbol level by motor
encoding the actions involved
in examining the baby and
proscribing the medicine.

2:15-2:30 Cleanup

The tcachers and children
discussed where materials
belong and why they belong
there, For instance, all the

_spoons belong on one shelf

because they are all spoons;
then the spoons are scparated
into two groups, big spoons

*and little spoons (descriptive

classification).

2:30-3:00 Julce and Group Time

The main goal during this
time was recalling pust events
(temporal relations)., The
children talked spontancously
about things they had done,
indicating that most cof them
were operating comfortably on
the vorbal level.

3:00-3:30 Circle Time

The children were quite
rowdy after Juice Time, so the
teachers initiated clapping
hands and singing "Hore We Are
Together" in order to get the
group back together.

‘The ability of the children
to name various animals and to
imitate their sounds indicates
that they have good mental
plctures of these unimals and

-y -
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_ that they understand the
causal relation of the
animal to the sound it makes
(i.e., they can represent the .
animal by making its sound).

3:30 Dismissal ‘ 3:30 Dismissal

The children went to their — Relational classification

_--=vlockers, and a teacher played “ ~w« ..-concepts and body awareness
the "fooler' game, putting hat were experienced and verbalized
on foot, putting coat on back- as the children corrected the
wards, The children corrected teacher and placed the articles
“ ¥ % 7 the teacher and put on the articles " of clothing on the proper body

of clothing correctly. parts. ‘

Pebruary 15 ‘ February 15
12:45-1:00 Arrival (Quiet Area) 12:45-1:00 Arrival (Quiet Area)

Several children used The children who were able
wooden cubes and rods to make to make structurecs out of cubes
various structures and build- and rods were operating at the
ings. Some children worked symbol level of representation.
with magnetic letters and - Seriation concepts werc incor-
numerals, randomly arranging porated in the basic activity.
them on the magnetic boards. ! For instance, since the rods
One of the children sorted the were of three sizes, the
letters into one box, the seriation concepts little,
numerals into another box. bigger, biggest were reinforced.
Other children uscd the caxds The same concepts were rein-
from an Object Lotto game for forced again by having the
distinguishing pictures of children comparc the sizos of
food from pictures of clothaing. the structures.

The classification concepts
same/di fferent, were also
reinforced through the building
activity; for instance, one
child built a house which was’
the same (in shape or size)
as another child's house. The
teachers reinforced these con-
copts verbally by asking the
children to state how thelr

. - 173 -
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February 15

1:00-1:30 Plaqgigg Time

The entire group dis-’
cussed taking a trip to the
post office. The discussion
involved why the trip was to
be taken, what they would
seo at the post

174
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structures were the same or
difforent.

Although the teachers did
not join the children who were
working with the magnetic
letters and numerals, they
did observe that one child
was ablo to distinguish be-
tween letters and numerals;
this would be something for
the tcachers to pursue at a
later time.

The pictuve cards from
the Lotto goame requived the
children to operate at the
symbol level as they clacsi-
fied generically; i.e., they
had to group picturcs of food
togetiner and plctures of
clothing together. They
recognized the pictures of
food '"because we eat it"
or of clothing '"because wo
wear it." The children 3
thercfore were discriminating
boatween two general categories
and were able ta {n)1 the rule
for each. They were also
using knowledge gained’
previously through relational
classification tasks (relating
clothing to body parts and
food to eating utensils),

1:00-1:30 Planning Time

Rogarding the trip to the
post office, the teachers
stressed relational classifi- -
cation concepts; stamp goes
with letter, letter goces with
mailbox.

i

1
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L
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office, and what they would
do there. 5 \

Envelopes and stamps were
shown to the children to
demonstrate what was nceded
to mail their "letters", which
were the valentine cards they
- had made for their parents.
The chiildren understood that
the hearts on their cards
stood for or represented
the holiday, Valentine's Day.
The group discussed the fact
that a letter necds a stamp
and an address. The teachers
addressed the envelopes
and the children placed
make-believe stamps on them.

The teacliers and children
discussed the placement of the
stamps (on the outside of the
envelopes) and of the valen-
tines (inside the envelopes).

1:30-2:30 Work Time

During the trip to the
post office, the children
expericnced what had been
discussed in the classroom,

Each child purchased his
own stamp for his "letter",
correctly placed it on an
envelope, and mailed his
lotter.

1:30-2:30 Work Time

COMMENTARY

February 15

Spatial concepts were

, émphasized in the discussion

of where the stamp and card
are placed in relation to
the envelope (outside/inside).

. ¥ “
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During the experience at
the post office, relational
classification concepts were
reinforced. The experience
enabled most of the children
to form a clearer mental imagoe
of the process involved in
sending a letter.

The experience also was

‘beneficial in that it laid tho
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The group also observed
the sorting of othor letters,
bundles of mail being readied
for a mailman, and a mail-
man and his mail tvuck.

2:30-3:30 Juice and Group Time

Each child poured his own
juice as one of the children
passed out the cookies. Each
child was told that heo could
take two cookies,

After discussing the kind
of Julce and the shape of the
cookies, tho discussion for the
remaining time was centered
around the trip to the post
office.

3:30 Dismissn{

The children moved to
their lockers; most are
capable of putting on their
own coats, hats, gloves.
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groundwork for later soclodramatic
play in the classroom.

2:30-3:30 Julce and Group Time

Knowing whon to stop
pouring, knowing that cach
child would have a turn to pour
his own juice, and being awarve
of the limit on the number of
cookies cach child could take
all served to encourage impulse
control.

All of the children .were
capable of taking two cookies,
which shows that the concept
two is well understood; in other
words, because they comprchended
the group two , the children
did not have to count 1, 2,

The teachers encouraged
the children to verballze
spontancous ly and emphasized
sequencing of cvents (temporal
velations). Quostions were
asked about the trip to the
post office; e.g., what was
done first, sccond, next, last
(temporal concepts)? The
children were quite capable of
responding appropriately.

3:30 Dismissal

w—
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February 17 ‘ Pebruary 17
12:45-1:00 Arrival (Quiet Area) © 7 12:45-1:00 Arrival (Quiet Area)
One child made a garage Spatial concepts as well .
for his toy car with unit " as relational classification
blocks; he moved the car concepts were experienced by
around the quiet arca and parked the child who made the garage
it in the garage. o for his car. The garage needed
__ to be large enough to hold
wevwr niema.-MOSt Of tho children cien oo e o w-the car (spatial relations),
. " wbrked with wooden beads, which’ and the car needed to be parked
were available in two colors, in a garage (relational classi-
two sizes, and two shapes. fication).
.-==: - The teachers moved among the . oo
children, presenting various : The wooden beads were
classification tasks to them. used for descriptive classi-

fication tasks: classifying
by color and by shape. The
children were also required to
tell why they grouped the beads
as they did. The teachers
emphasized the classification
concepts all/some and same/
diffcrcent. For example:

Whese arc all beads; some are

S red; some arc blue." "Thesc
arc the same size; these are
° ' not the same size; thoy arc
different.”

\

When a child finished
grouping the beads according
to onc attribute (color or
shape), he was asked if he
could find another way to
group them.

1:00-1:30 Planning Time ‘ 1:00-1:30 Planning Time

X During Planning Time, the While discussing with the
trip to the post office was children the trip to the post
discussed. The process of office, the teachers observed

mailing a letter was re-enacted, cath child's ability to recall
and the items necessary for past events (temporal relations).
mailing a Jetter Also, the steps (or sequence)

|
|
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involved in mailing the
lettors were recalled; i.c.,
flrst we nced the stamp,

were discussod., ‘The children
were shown an envelope and
asked what it needed before lrst
it could be mailed; they socond we matl the lotter,
rocognlzed that the stamp next the mailman takes the
was missing. fetter, and last the letter

Each child was given an
envelope on which he placed
a "stamp." The children
"mailed" their letters in
the classroom mailbox. A
teachor pretended to be the
mailnan and deliveved a
letter to each child,

Upon opening his envelope,
cach child found a picture of a
stick figure. The figures do-
picted various actions and move-
ments; some figures had thelr
arms up, others had thelr
amms down. Each child
perfoimed the action illustrated
in his letter and told the rest
of the group what he was doing.

Then the children decided

what they were going to do
during Work Time.

1:30-2:15 Work Time

Some children used hollow
blocks to make a house with a
mailbox. The variplay was
used also as a house by other
children. Equipment was brought
from the doll corner to be used
in both houses. One child took

- 178 -

is delivercd, That the child-
ren were able to recognize
that the stamp was missing
Efrom the envelope Indicates
that they have a clear under-
standing of this particular
part/whole relattonship.

Re-enacting the process of
mailing a letter is an example
of dramatic play made possible
by the children's actual
experlence at the post office.

Some children could look
at a falrly abstract stick
figure depicting an action and
then perform (motor encode) the
action themsclves. The
indicates that they have good
body awarencss and can handle
rather complex representations
of concrete diroctions (up/down)
and position (in front of/in
back of).

1:30-2:15 Work_Time

It was evident to the
tcachers that some of the child-
ren were demonstrating a work-
able knowledge of the temporal
and classification concepts
which had been emphasized in
previous discussions and
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the role of mailman and de-
livercd mail to the houses.
Another child played the doctor
who cared for the '"sick babies"
(two children played the role
of the bables). Some children
used the wagon as a food delivery
truck. The drivers were re-
sponsible for delivering '"food"
to the houses. At one point

" during this dramatic play, a
child announced that the
delivery truck (a wagon) had
.'a flat tire. The child used
the wagon tonguc as a jack,
pretended to remove the wheel,
and then pretended to roll the
wheel to the "filling station",
which was & piano bench.

Becausc of the "traffic"
involved in the extensive role
playing, a wooden representation
of a traffic light was used to
regulate the movement about tho
room. -

2:15-2:30 Cleanup

A teacher told the child-
ren that it was time to clean
up. All of the children were in-
volved in putting things away.
They were capable of putting
all of the items back in their
appropriate places (dishes in

COMMENTARY

February 17

activities. It was also

apparent that the children

were working individually at
various levels of represent-
ation even though they were
engaged in th: same or similar
activities. For example. some
children needed very realistic
equipment for their role playing,
and some even required the

"real thing (e.g., live child-

ren instcad of dolls for babies);
other children could usc a

-~ board with wheels at either end

as a mail truck; still others
could pantomime (motor encode)
the actions required by their
roles (e.g., pretending to
roll the wheel to the filling
station).

The temporal concepts
stop/go were reinforced through
the usc of the traffic light:
the children were required to
recognize the signs for stop
and go (red and green "1ights")
and to heed them. This also
provided experience in impulse
control. \

2:15-2:30 Cleanup

Classification is given emphasis
most frequently during this period.
The dishes, utensils, pots, and pans,
belomg in the doll corner be.2use
this is where they arc most oiten
used (in housckeeping play).

- 179 -

ERIC

Full Tt Provided by ERIC.



LXPERLENCE
Febuvuney 17

the doll corner, blocks on
approprlate shalves). There

was very little need €or teacher
direction during Cleanup Tlme
today. Once child satld that hee
didn't have anything to

clean up, but he would help some
of the othe¢r children., The
teacher told this child that he
had a good ifdea and that

the other children nceded

his help.

2:30-3:30 Julce and Group Time

The entlre group of child-
ren sat on the floor in a clrcle
for thelr julce aud cookles.
Fach child poured hils own juilce
and took his cookics from the
basket, both of which were
passed around the clrcle.

The teachers led a dis-
cusslon about the work which had °*
been done throughout the after-
noon and why the children had had
such a good day. The children
recalled the activities in
which they had been cugaged
and freely dlscussed liow they
‘felt about what they had done.

Since the childeen had
worked so hard and had done
such a good job, each child
received a "Cood Worker Award"
made from construction paper.

- 180
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As a Furthec breakdown, all
dishes beloug on one shelf

and all utensils on an-

other., The dlshes are

arranged on thelr shelf accord-
log to slze (little, bigper,
blgpest) .

The chtild who told the
teacher that he would help the
others clean up wias expresging
a need for teachor approval.
Realizing this need, and
vrealizlog ftts fmpovtance to the
child's self-concept, the
teacher sapported his idea.

2:30-3:30 Juice and_Group Time

——

The maln goals were to
encourage gpontancous talk in
a natural and relaxed setting
and to encourage gelf-cval-
uvation.

The temporal concepts in-
volved dn vecalling past eveunts
were reinforced throughout the
discussion. In addition, some
children were able to plan for
future cvents (next day), and
it Lecame the teacher's
responsibility to take mental
notes of the plans in order to
sce whether they were actually
carrled out.

The "Good Worker Award'" was
a reminder to the children that
they had worked extremely well
during the day. They all
scemed able to comprehend the

1
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The children were enthusiastic
about the award and some began
(spontancously) to make plans
for the next day.

3:30 Dismissal

The children put on theilr
coats and were then called
individually by the teacher.

A line was formed, and the
children departed.

Februaxy 20

12:45-1:00 Arrival

Many children worked in
the quiet arca with the small
wooden beads. The beads had
been sclected by the teachers
so that the child had the
opportunity to sort them
according to cither shape or
color. (There were rod
squares and red circles and
blue squarcs and blue circles).
All children were able to
sort the beads into two groups,
and some chifldren could give
the rcasons for thedr grouwpings.

Onc child worked alonc with
the unit blocks., A varjcety of
block shapes was available,
and he usced these to build a
wcell--balancad, elaborate tower--
like structure,
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meaning of this reprcsentation
of a rather abstract concept
(the concept working well).

3:30 Dismissal

!

Concepts of position
(spatial relations) were

" . incorporated into the dis-~

missal (first, next, last

in 1line; in front of/in brck
of /behind; etc.)  The ~..i. i~
ren told what thelr own
positions in the linec were,
and some told what the
positions of other children
were,

February 20

12:45-1:00 Arrival
All children sorted the
beads into two groups,
usually attending to the color
(desceriptive classdfication).
However, not all children
could give a verbal justi-
fication for what they had
done. If was difficult for the
teachers to determine whether
this 1s so because a child docy
not have the languagoe to
express himsclf, or hecausc,
when asked why the membars of
a paxticular group are the
sance, he doesn't wndevstand
the meaning of same. Or paerhaps
it is thot the tagk la strictly
perceptual, that color docms
to stond out in the child's
mind, and ft scoms only logical
to him that the same colory
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Two other chlldren started to

congtruct a pogt cflffce in

the large wotor area, using the

hollow blocks, They wore able

to stop thelr work momentavily

fLor a brfef plannlng mocting

with the entlve proup. The

teacher told thom that they

could continue theizr work

after the plaoning meeting,

Both c¢hildren readily accepted

this.

COLHRNTARY,
Yebruavy 20

wonld go togothar whon he is
making two groups,

Soma chlldren could
wake two groups based on color
aud pramptly shift, making
awother two groups based on
shape, telling thelr vensons for
both grouplnpgs, The teachers
can agsume that such chitdren
are rewly to move to a more
complaex claa ifl,ntlon thk

a-muanu-p.

and 3Jggyg shapes) .

The child who made the
structure with the unit blocks
was demonstrating his abilitles
fa the area of gpatlal relatlons.
For lnstance, when he placed
one¢ block verticnlly on one
end of a horfzoutal block, he
could sece that another verrfcal
block was requirved at tle
opposite end to halance the
gtructure and to continue or
enlarge Lt, .

The two children who had
gtarted to constiruct a post
offlce and were momentarvily
interrupted understood that
later they would be allowed to
(and were expected to) complete
thefr post office to their
satisfaction; L.e., they undcr-
stood the temporal concept nf
Qgglnntn& an activity and

“““““ They also showed
that thcy could control their
natural fmpulse to finish the
structure before attending the
planning session, ,

-
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February 20

1:15-1:30 Planuing Mecting

To gather the children for
the mceting, a teacher began
singing the song "Here We Are
Together." The children placed
their materials on the shelves
and sat in a semicircle around
the teachers to make their plans
for Work Time. e

Each child told the teacher
where he was going to work and
what he was going to do.

1:30-2:15 Work Time

All children were
involved in some type of
dramatic play. Two children
constructed a post office
from the large hollow
blocks. Envelopes were made
from folded paper, stamps were
made from construction papoer,
and the malibox was a cardboard
box. These children not only
operated the post office but
also became involved in "home
life" after "working hours,”
A housce was made with the
variplay by a group of
children who sclected roles
for a family unit (mother,
father, children)., Other
children "lived" 1in the house
but did not have well-defined
roles; theusc children parti-
cipated in cooking activitics
or sat and "read the paper.”
Equipment such as dishes,
utensils, pots and pans, books,
and puzzles waere taken frow
the doll corner and quiet area
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1:15--1:30 Planning Meeting

Singing a lively song
indicated to the children
that something was about to
take place; the children
gshowed that they understood
the beginning of a new time
period when they began to put
awvay their materials (temporal
relations).

*

1:30-2:15 Work Time

The main focus for Work
Time was sociodramatic play.
Within this play, .oncepts
from two content arca were
also being reinforced,

The temporal relations
concepts start and finish were re-
inforced as the children cooked
and constructed the post office
and housc. In addition, the
two children engaged in both
the post office and house play
organized their day (ordering
of events): first, they would
go to work; next, they would
perform thelr duties at work;
and last they would close the
post office for the day and
return home. Since these child-
ren inftiated and carried
through this play without any
directfon from the tcachers, we
may assume that they have an
excellent grasp of these parti-
cular time concepts, especially
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for use tn the house. Children
preftended to sleap, cat,
cook.

One chilld who had been
bullding a house by himself told
the teacher that he would like
to play with the other child--
ren but they wouldn't let him
part Lcipate. The teacher and
child went over to the group
of children, knocked on the
door, and introduced thamsclves
as the new neighbors. The
children readlly accepted this
ldea and Llnvited their new
nelghbors to dinner. After a
short time, the teacher was
able to remove herself from the
gituation and then
occas lonally vistted the Eamily
and thelr new neighbor.

A different group of child-
ren became Ilavolved fn dellvoer-
ing food to the house, A wagon
was used for the dellvery truck;
the food consisted of avtiflcal
frutt and vepgetables which were
taken from the doll corner and
placed in brown grocery sacks.
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slnee they could project the

concapts nto soclodramatle
play whicre thoy were making
believe,

Clagsiflentlon concepts
were relnforced through the

housekeeptlug actlvity, usually

at the synbol level of re-
presentation but with difforent
degrees of abstractness for
different cehildren, To
fllusturate, one child had to
have a plastic apple in his
hand before he could pretend
that he was cating; another
child could pretend that he was
peeling a orange and enting it
without vequlring any object

or rveprescaration. Similarly,
two of the children had to use
doll beds to pretend that thay
were sleeping, while others
simply used a designated space
on the floor,

The child vho felt that
the other children did not
want him fuvolved in thejr
play indicated to the teacher
that he necded assistance in
gaining self~confidence and a
better self~concept, The
teacher took a role herself
so that the situation was not
faced vy the child alone. The
child was uble to express his
feelings openly and with
adequate language. The teacher
renoved herself from the
sltuation as soon as possible
so that the child would not de-
pend too hcavily on her presence,
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2:15-2:30 Cleanup

The children put theilr
materials away as usual.

2:30-3:00 Juice and Group Time

et X 2 g

The children had juice and
cookies as usual,

Rubber figures of pecople
werc used to play two games:
"Wwhat is’ this?'" and "Where is
the person?" In the first
game the teacher showed a
rubber figure or an object to
the group and asked the group to
fdontify it in tewrms of "it is
a person' or 'it is not a
person,"”

In the sccond game, the
teacher placed a rubber
figure in a poeition relative
to one of the children and
asked, "Where is the person?”
The children responded; e.g.,
"on Jerry's head."

COMMENTAEY
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and the group would accept
him without feeling that the
teacher was "making'" them do
it.

2:15-2:30 Cleanup

The goal was to en-
courage the children to
verbalize spontancously the
classification concepts
consistently expericenced
during Cleanup.

2:30-3:00 Juice_and Group Time

The first game was a
genceric classification task
(people versus not _people);
labeling the objects as man
woman, car, truck, was not the
purposc of this activity. Each
child then had an opportunity
to sort the objccts into two
groups: people and not people.

The goal of the second
game was to elicit verbal
responses from the children to
reinforce the spatial concepts
on/off, over/under, and
next to.
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3:00-3:30_Glrele Time
The teachers and ¢hildren
talked about matling lotters. |
Envalopes In three sizes
wore glven out, Fach child
rocelved one envelope which
was gele, big, or
bigger relative to the
others, The teachers had
previously prepared an agsort-
nent of clrcles dn three slzes,
Rach child gelected the clrcle
which corvresponded In glze
to his envelope {(e.g., a big
clrcle for a bfg envelope),
After the clreles weve placed
Inside the envalopes, cach
child then "matled" nis letter
in one of three cardboard mail-
boxes-~a little one, a bilg one,
or a bigger one.

The children told what
they nceded and what they were
doing.

3:30 Diswissal

P e o 5 S S

As usual,

February 22
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12:45-1:00 Arzival (Quict Area)
Some children had a
difficult time usfug the
materials and sticking to the
activity they had selected.
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3100-3:30 Cixcle Tine

Serfation of three slzes
by one -to-~one correspondence
was the paln goal for this
actlvity. This actlvity was
quite complex because the
children had to understand
that gsize s a relative
concept (e.g., a civcle is
little only In relation
to other clrcles of different
sizes).  Some children had no
difficuley with this actlivity,
while others needed more direction
from the tcachers,

J3:30 Dismissal

o & s ob

12:45-1:00 Arvival (Quiet Area)

The teacher necded to
fi{nd out whether the child who
vas tracing and cutting out
shapes actually did not under-
stand when to stop cutting or
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One child worked in the was thinking the spiral shape

quiet area tracing various was mere interesting. The

' shapes and cutting them out. teacher discovered that the
It was observed by a teacher child did not know when to
that when this child was stop cutting; this indicated
cutting out a circle, he did that work on the temporal
not know when to stop cutting; concepts stop and go 1in .
ingstead of a circle, which support to impulse control
he wanted, the result L " would be a desirable goal for
was a spiral-shaped precduct.’ this child.

Some children made paper Making hats was the children's
hats which they decided to use idea, but it was the teachers'
during Work Time. Although responsibility to channel the
the hats were similar to each the activity toward the
other, most of the children predetermined goals® in
wvere able to think of various ) this case, the activity easily
ways to use them (fireman hat, lent itsclf to relational
soldier hat, postman hat, etc.). classification (e.g., "this

hat goes with a fireman," etc.)

The children had a clear
mental image of how to usc their
hats and were able to verbalize

> this to thc teacher and group.
1:00-1:30 Planning Time : 1:00-1:30 Planning Time
Most of the children It was apparcent that some
stated what they wauted to children had devecloped the
do during Work Time. The ‘ ability to plan while others
children who had made hats were still having difficulty,
told how they were going to For instance, the child who
use them. For instance, onc could verbalize his plans for
child vanted to make a post the post office had a very
office from the large hollow clear mental image of what he
blocks; when it was completed, was going to do next and what
he would wear his postman hat this would involve; but the
and vork in the post office. children who could only select
the arca where they wanted to -
Some children selected work indicated that they could
the arca vicre they wanted to not yet scquence events in terms
work but could not make of long-range planning. The
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gpectCie plans for vork. The
teachers did not offer any
suggestions at this time,

1:30-2:15_Work Time

The children who had not
made specifte plans during
Planning Time did not become
lovolved in activities tn the
work arcas chey had seclected.,
The teachers actempted to help
them become Ifuvolved in paint-
Ing, housekeeping, buillding with
blocks. Some children were
not at all receptive to any
suggestions; twvo children sat
by the s}iding board suckiog
thefr thumbs while another child
flitted about, moving from one
arca to another without be-
coming involved in anything.

The children who had madae
the hats began taking voles as
fireman, soldier, postman. The
fireman and soldier were short-
lived and became involved 1in
the doll corner as doctor and
patient; a third child vas a
delivery man who brought
"medicine'" to the doctor.

The child who had made
the postman hat had saveral
other children help him make
the post office with hollow
blocks. They also used the
cardboard mailboxes and made
envelopes and stamps in the
art area. “
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teachevs Jdid not oflfer sug-
gaatlons for things to do
{n the work areas because
they wautod to ges whother
the chitdyen becore involved
In specifile activities once
they go to the work arnras,

1:30-2:13 Work Time

There is no clear reason
why some ¢hildren reanined in-
active dnring Work Time. The
teachers telet that these child-
ren may have been very tived
and go preferred watchlng to
active involvement. The
teachers did not feel that
these particular children did
not understand vhat they could
do in the work arcas.

The child vho flitted
about obvloasly needed help n
making more speciflec plans,
which the teacher could do by
of fering suggestions during
Planning Time. The child could
not yet scquence his activities.

The major cmphasis during
Work Time was on role playing
and dramatic play. The child-
ren who cvolved the doctor
play demongtrated that they had
a clear mental Image of the
roles involved in caring for
sick people; they were able to
motor cncode administering,
taking, and delivering medicine.

The children involved in
the post office activity were
operating on the symbol level
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2:15-2:30 Cleanup

A brief mecting was held
before Cleanup Time during
which each child decided where
he would go to clean up. All
children were able to
clean up the areas they had
selected.

2:30-3:00 Juice and Croup Tine

Chaos developed in one of
the two groups because everyone
wanted to sit next to the
teacher. The childreu and
teacher discussed the fact that
it is impossible for cveryone
to sit next to the tecacher at
the same time; the children
wvere told that only two of them
could sit next to the tecacher
at the tadble.

The children and teacher
cane up with the fden of making
a chart deplcting scliool) days
and showing the symbols of
two children for each day.
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of representation, using
objects that resembled and
stood for the real objects
(e.g , cardbcard maijlboxes
for real mailboxes). They
also remembercd that a
stamp must be placed on an
envelope for a letter to be
mailed.

2:15-2:30 Cleanup

The mecting was held be-
cause many materials had been
used by differcent groups of
children; the children ncedaed
teacher-direction for what to
do first and next (temporal
relations). Socme children
were having difficulty sticking
to a specific task, and it was
felt that each child should have
a specific job for Clecanup today
(impulse control).

2:30-3:00 Juice and Group Time

The children were having
difficulty controlling their
coilective impulse to be necar
the tcacher. This indicated to
the t¢acher that the children
nceded soncthing concrete to
rely on to help them control
their impulsive behavior
during Juice Time. Since
cach child was fandliar with
his own symliol as well as with
the symbols of others, the
teacher decided to use these
representatjons to show the
children graphically that they
would all have a turn to sit
beside her.
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The two children deslgnated
for a given day would sit
next to the teacher that
day. The chart was made,
and the children quickly had
thetir juice and cookies.

3:00-3:30 Circle Time

------

Thae envelopes with the
circles which the children had
"mailed”" f{n the cardboard
mailboxes on February 20th
were delivered by the "postman"

“to the children. One of the
children took the role of post-
man while the rest of the group
sat in a semicircle on the
floor waiting for thelr mail.
The teachers had previously
made a chart on which the
circles were to be pasted
by the children. The chart,
made from taghoard, looked
like this:
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The spatilal concepts
na<r Lo nnd ngiﬂg.were
dtacuqslpn. and Lhe group
talked about the days of the
weck in terms of the present
and future (temporal relations);
e.8., "Judy and John are sitting
next to the teacher today;
Joe and Martha will sit next
to her on IFriday."

3:00-3:30 Circle Time

The main focus for the
actlvity was the cognitive area
of seriation., The specific
seriation concepts were little,
big, and bigger. Although
the task resembled a matching
activity (same and different),
the children wera encouraged
to verbalize their actions in
terms of slze relationships, or
one~-to~one correcspoiuiences
e.8., a circle is bigper only
in relation to the other circles.

Spatial relations were also
part of this activity. The
children had to align their circles
on the board with others of
corresponding size. ‘The children
were encouraged to tell whether
they were pasting their circles on
the top or bottom, above or below.
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February 22 \ February 22
The children opened their b . The fact was emphasized
Mletters" and pasted their = - . that the total sctivity was
circles on the same line as the to be carried over from one
circle on the board which day to the next (temporal
corresponded to the size they relations). 'this was a
had: .. beginning step in helping

the children plan for long-
term activities.
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As the children performed the
task, the teacher asked
questions to elicit verbal
rcsponses; e.g., '"Where are

you pasting your circle? Why?"

3:30 Dismissal . 3:30 Dismissal

As usual.

February 24 . February 24 ,
12:45-1:15 Arrival (Quiet Arca) 12:45-1:15 Arrival (Quiet Arca)
‘ \

Note: The usual time The Arrival Time was ex-
spent for Arrival is 15 minutes, tended because the teachers
but today is was extended to ' discovered that some of the
30 minutes. ' » children were having difficulty
with this type of seriation,
The teachers worked with task. They worked with small
the children in small groups, groups in order to find out why.
** Round and square wooden beads -
were used for a patterning All children knew what
activity based on one~to-one squares and circles arc, so
correspondence (scriation). the teachers assumed that the
The children were required to cteildren having difficulty re-
reproduce the patterns made by producing the patterns were

the teachers. Some of the
younger children found it

= 1% -
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difficult to follow the patterns,
even when they were relatively
simple. On the other hand, some
of the older children were quite
capable of matching the patterns
as well as predicting what
shapes would come next (f.a.,
based on the pattern, the child
would know that, say, a circle
would be the next shape). Also,
the older children were able to
follow more complex patterns

and tell vhat they were dolng
and why they were dolug it.

Here are two of the mora com-
plex patterns used: .

1:15-2:15 Planning Mectlng

Note: This time scgment
was increascd from a half
hour to one hour today.

The children sat in a
circle, and the teachers led
a discussion concerning those
children who were in school
and those who were not in
school. Some children had
difficulty with this. The
teachers also reviewed the
concepts of the last day of
achool and first/last in
terms of an if/then relation-
ship ("if David is first in
1ine, then who is last?")

The children had a great deal
of difficulty understanding
first/last in this context.
They formed a line but did
not secm to understand that
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unable to utilize thelr past
experfence with number con-
cepts’ and spatial concepts,
Specifically, these children
could not determine what
shape came next {in a

pattern, In addition, this
task was differcnt from
previous serlfation tasks;

two shapes were nceded to
raproduce the patterns,
rather than two sizes or
colors. ‘The teachers decided
that in the future thay

would begin this kind of
activity with a patterning
task based on geriating two
sizes} e.g., Volo (big/little),
to sce whether the children
have the sume difficulty,

1:13-2:15 Planning Meeting

The mecting was extended
because the children were
having difficulty with several
concepts which the teachers
had thought they understood.
The teachera reviewed concepts
previously taught {n order to
assess whether the children
were retainlng concepts upon
which new concepts could be
buile.

Talking about who was pre-
sent and who was absent from
school required the children
to summon their mental pictures
of the children who were not
there. The difficulty some
children experienced with this
may have been the result of
using the spatial terms in
and not in (school); -here
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one end of the line was first
and the other end of the line
wvas last. In fact, the child-
ren did not seem to understand
that there were ends to a line
at all., Because of this
difficulty the teachers decided

to work on these concepts through

a music activity.

Because the activity in the

qQquiet area and the Planning
Time took so long, the
teachers and group decided
not to have Work Time today
but to go directly into the
music activity.

)

2:15-2:45 Music

Each child was given two
blocks, and the children
marched to recorded music using
their blocks as musical
instruments. As the children
formed a line for marching,
the teachers reinforced the
concepts first/last. Each
child had an opportunity to
be the leader (first in
1line), and the teacher was the
last one in line. During the
activity, only a few children
showed even a vague under-
standing of these concepts.

Rl
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and not here would probably
have been more appropriate
terms for the concepts of
absence and presence.

The last day of school
is & temporal concept since
last here refers to time.
The children had no difficulty

-with last in this context,

but when the terms first/
Jast were used with reference
to position in line, the

" teachers were aware that the

children really did not under-
stand these spatia) concepts.
One source of tle difficulty
may have been that both

spatial and temporal relations
concepts were emphasized during
the same planning meeting;

that is, last referred both

to time and position, and

this may have been confusing.

2:15-2:45 Music

Using the term leader
and relating it to the first
in line seemed to help some
children understand this concept
of position. ‘the teacher
elected to be the last one in
line because last somctimes
carries an undesirable con-
notation in the minds of
children (as well as some
adults!) An attempt was made
to show that first/last defines
relative position and is not
constant, but this may simply ’
had added to the confusion.
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2:45-3:15 Juice and Group’ Time

The cups and cookles were
used for 1llustracing the
geriation concepts more/less.
For exanple, one child was
glven two cups, and the teacher
had one; the children told
who had more and who had less.

As the julce was being
poured, the teachers stressed
first/last in terms of an 1f/
then relationship (e.g., if
Jerry is first in line at
the table to g get his juice,
then who will be last?) The
same idca was used when the
cookies were passed out.

Using the scating arrange-
ment chart which the teachers
and children had made, the

children told who would be sitting

beside the teachers next Juice
Time.
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The teachers also re-~
fnforced certain concepts
involved Iin ordering two
qualitics (sertation) as the
children banged their blocks
together (loud/soft) and
moved them (fnqt/elow.)
The children told what they
were doing as they performed
the action,

2:45-3:15 Juice and Group Time

Since the children did
not have difficulty with more/
less, the teachers can proceed
either by increasing the
number groupings at the same
level of represcentation (i.e.,
use 4 larger number of real
cookies and cups) or {ncreasing
the complexity of representation
with the same number groupings.

The children could not re-
spond to the if/then questions,
but this did provide another
opportunity for the teachers
to emphasize the spatial
concepts first/last, The

teachers had to show the children

how they could determine who
would be last.

The scating chart was
briefly recalled in order to
help the children with the
temporal concapt next
(ordering of events).
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3:15-3:30 Dismissal

, - The children remained
seated while the teacher called
them one at a time to line up.
As the children formed the line,
positions of first and last
were again reinforced. The
teachers used.a language
pattern with the group.

- Teacher: '"David is first in
line." Children: '"David is
first in line." Teacher:
"Where is David?" Children:
"Firet in line." ‘his was
repeated for last.

9
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3:15-3:30 Dismissal

The object of verbal-
izing the positions in line
wvas to accustom the children
to using first and last
in a spatial context.



May 1
12:45-1:00 Arrival

Children gathered in the
quiet area as usual and began
working with various materials.
One child selected the pegs and
pegboards., He pretended that
the pegs were candles and the
pegboard a birthday cake. The
child was iuvolved In perform-
ing the varfous acts relating
to a birthday party -- blow-
ing out "candles", feeling
whether they were hot or cold,
singing "Hanpy Birthday". The
child put away the pegs accord-
ing to their color.

MAY
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May 1
12:45-1:00 Arrival

This child was able to use
objects (pega) to represent
other objects (candles). Ser-
iation of the qualitiles hot
and cold was reinforced as

the child touched the "candles";

he was able to give the appro-~
priate reaction, pretending
that the candles were hot. By
making believe that the pegs
were candles and by motor
encoding actions related to a
birthday party, this child
showed that he was functioning

at a high level of representation.

Sorting by color was reinforced
as the child put the pegs away.
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1:00-1:30 Planning Time

The first part of Planning
Time was devoted to talking
sbout the children's new
symbols. Each child had
been given a new symbol in the
shape of a fruit.

. The teacher then went up to
the eascl to draw vnictures of
#n apple and an orange. As
she began drawing, the group

 told her how she should draw

by naming various attributes
of the fruite, e.g., .shape,
color, stem, leaves. When
the tcacher begun to color the
apple (the group had told her
to color it red), she used

a brown crayon, and the
children promptly corrected
this error. After correct-
ing the teacher's mistake
several times, one child
couldn't stand it any longer
and in all seriousness said,
"Teacher, you just don't know
your colors."

After this activity, each
child told the group his plan
for beginning Work Time.
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1:00-1:30 Planning Time

New symbols were
introduced to teach the
concept that an object may
represent many things at the
same time. In this case, the
child may be represented
through a different symbol.
The teachers chose fruits so
that the symbols could be
used to teach the generic

class of fruits.

That most of the children
understood that the pictures and
symbols represented fruit indi-
cates that they are operating
at the symbol level of repre-
sentation. However, some child-
ren did not seem to understand
the activity at all, which
indicates to the teachers that
a similar activity should be
presented at a lower level of
representation (i.e., with
xeal objects). ,

The conceptual focus for
this activity was descriptive
classification: the specific
attributes (in this caso, shanc'
and color) which make onc fruit

' difforent from another fruit,

The teacher intentionally
made a mistake to reinforce
the correct responsc in the
child's mind. The children enjoy,

thia kind of joke, but it must be done

L]
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1:30-2:30 Work Time

Two children in the large
giotor area were involved in
naking a house with help from
the teacher. A doll bed was
brought from the doll corner
to be used in the bedioom.

Another group of children
used a large wooden triangle
for making a fire¢ house. A
sliding board was attached
to the triangle for use as
a pole. A wagon and a board
with wheels were used as
firetrucks., '"Firemen" slept
in the firchouse and prepared
their medls there (cooking
utensils were brought from
the doll corner).

The children's dramatic
play was well integrated;
there was free-flowing
movement from one work area
to another.

2:30-2:45 Cleanup

Children eagerly parti-
cipated as usual.
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with care so that the activity
does not confuse those children

who are already having difficulty,

1:30-2:30 Work Time

Relational classification
concepts were reinforced through
the house bLuilding activity.
The children thought of having
several rooms in the house and
of bringing the bed from the
doll corner for the bedroom.,
This indicates that in some
phages of dramatic play, the
children still need concrete
objects,

The children making the
firchouse and playing fireman
were operating at both the
symbol and object levels of
repregentation. A building of
some sort was needed to re-
present the firechouse; the
children used various objects
(board for pole); in some
cases actual objects such as
cooking utensils were nceded,
but the actions of cating and
sleeping were easily motor
encoded.

2:30-2:45 Cleanup

,Clagsification concepts of
size, color, and shape were
emphasized,
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2:45-3:15 Juice and Group Time

The children participated
in the discussion as a total
group (usually there are two
groups at this time). The
teachers discussed the sequence
of events for the remaining
portion of the day:

1)  Juice
2) Outside
3) Home

' 3:15-3:30 OQutside and Dismissal

The children played on the
swings. They were tired and so
were the teachers!

May 3
12:45-1:00 Arrival

Several children played a
card game, "Mixies", which re-
quires the child to place threec
cards in the proper scquence to
form a human figure. The child-
ren had no difficulty playing the
game and also were quite amused
when placing a woman's head on
a man's body and then finishing
the picture with an animal's
fect.

1:00-1:30 Planning Time

Th2 teacher drew pictures
of a watcermelon and a lemon,
following the children's
descriptions of color, shape
and size. These attributes
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May 1

4 :45-3:15 Juice and Group Time

The children seemed rather
tired after their Work Time
activities. The groups had
their juice and cookies to-
gether so that they could all
talk about Work Time, parti-
cularly the sociodramatic play.
There was very little teacher
direction. The teachers did
stress temporal concepts
(first, next, last) when sequencing
the remaining part of the day.

3:15-3:30 Outside and Dismissal

May 3
12:45-1:00 Arrival

A discriminatory know-
ledge of men, women, and
animals is necessary in order
to put the Mixies picturcs
together appropriately (classi-
faction). Also, knowledge of
part/vhole relationships and
spatial reclationships relative
to body image are prerequisites
for performing this task.

1:00-1:30 Planning Time

Classification concepts
of size, shape and color were
reinforced. The teacher also
stressed the fact that the
watermelon and lemon are fruits,



EXPERIENCE

May 3

of the frults were discussed
in terms of likenessces and
differcences,

Each child told the group
his plan for Work Time.

1:30-2:15 Work Time

The large motor areca was
the only area used during Work
Time. Various groups of child-
ren used the equipment to make
houses. At one time there
were four diffcrent houses, but
none of them were used after
they had been built. The
teachers attempted to initiate
motor encoding activities, but
to no avail. A teacher
gsuggested using some blocks
to make a stove for one of the
houses. This idea was briefly
accepted, but soon the blocks
had become guns to shoot at
"mans' that were "messing
around.” Some of the houses
were later converted into cars,
but they were never rvcally
used, even though the tecachers
intervened and triled to extend
and sustain the play. The
entire group seemed quite
restless and aimless today.

2:15-2:30 Cleanup

Everyone participated as
usual.
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May 3

.This activity was on the
symbol level of representation;
some children scemed to be
confused by 1it, indicating
that it may have beea too complex
for them at this time. The
activity could be aimplified
by prescenting rcal fruits to
the children before drawing
them, .

1:30-2:15 Work Time

The teachers attempted to
encourage some type of dramatic
play but were not sucessful.

Since there were four
distinct houscs, the teachers
tried to eclicit verbal inter-
action concerning the likencsses
and differences among thoem.

This was not well racelved.

The children were extremely
busy doing nothing. This Work
Time did not scem to be of any
value to the children, which
indicated to the teachers that
now activities must be developed
that would be more interesting
and stimulating to the child-
ren.

2:15-2:30 Cleanup

ol ollp L] L ] | e -—— n—




EXPERIENCE

May 3
2:37-3:00 Juice and Group Time

Juice and cookies were

~ served in a different part of
the room today. The group
formed a large circle on the
floor, and a tcacher passed the

napkins to the children, placing

then in different positlions relative

to each child.

- of the napkins; e.g., "The
 napkin 1s in front of me."

3:00-3:30 Circle Time

-

The teachers introduced a
new action game and song,

“One Elephant Went Out to Play."

The children were
encouraged to tell the positions

Most of the children secmed to en-

jJoy the game and participated
very actively. Some children
did not want to take an active
part in the game and secmed
more comfortable being
observers.

3:30 Dismissal

As usual,
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Max 3
2:30-3:00 Juice and Group Time

This was a review of
concepts of position, using
objects in relation to self.
None of the concepts were new
to the children but some
children still lLiud difficulty
with next, beside, and between,

3:00-3:30 Circle Time

The main objective here
was to reinforce numbers to
five while the children were
motorically involved in an
activity. Oun the verbal level,
the teachers asked questions
concerning numbecrs as the
children played the game (e.g.,
“How many elephants went out
to play?") and encouraged the
children to respond. This
was a ncw game, and the child-
ren who did not feel comfort-
able playing were not forced

to do so. )
\

3:30 Dismissal



EXPERIENCE

May 3
12:45-1:00 Arxival

The materials in the quiet
area were not used:. The

" teacher initiated the song .

"Mary Wore a Red Dress," using
the names of the children as .
well as the clothing each
child was wearing.

s e i

Wa continued drawving
pictures of the fruit symbols,
the children describing the
attributes of a pineapple and
a grupe as the teacher drew
them. The group discussed
the likenesses and differences
of the fruits. We revicwed
the frults which had already
been dravm and recalled to
whom the symbols belonged.

As the pictures were
drawn, the children discussed
the position of the stems and
leaves (i.e., wheiL)er they
were on the top, bottom, side).

The, children mada their
individual plans for Work
Time and proceaded to the
work area.
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COMMENTARY

May 3
12:45-1:00 Arrival

The song was uged to get
the children organized as well -
as to reinforce self-concepts
by liaving the children sing
the name of each child and sing
about the clothing and colors

...each wore,

ﬁ ljbO-l:Sb_g}anning Time

Continuing an activity
begun at an earlier time in-
volves temporal concepts (re-
calling past events). This was
an activity on the symbol level
of representation; in order to
perform it, the children had
to have a clear mental image
of the specific fruits being
drawn.

Descriptive classification
concepts were reinforced when
the children talked about the
differences and similarities
between the pineapple and grapa.

Spatial concepts of position
were reinforced when the children
discussed the position of the
stems and leaves on each fcuit,

(This 14 an example of
how two conceptual areas;
classification and spatial
relations, are incorporated
within the same activity.)



EXPERIENCE
May S
1:30-2:15 Work Time

—

-

All children

decided to work in the large
motor area. Two children used
the large hollow blocks to make

COMMENTARY

May 3

""1330-2:15 Work Time

Position concept (mext
to, on top of, beside, on)
verc reinforced as the two
children built the house with

the hollow blocks. These
_children were engaged in
.. .dramatic-play, but it was

a house. It was completely
anclosed. The teacher suggest-
~ .. ..0d windows, but the o e di L
"7 7.7 Tehildren did not want them. difficult for thc teachers
They spent most of the time and other children to join in
inside the housc away from all ‘the play. The teachers felt
~: outside activity. On one o ro v that the two children wanted
occasion, the twc children to be left alone, so the other
emexged from the house to put children were not encouraged
on some dressup clothes. to join them.
The only other time they
ventured out was when another
group of childreh pretended
that the house was on fire,

Ir.

The children using the
variplay did not seem to know
vhat to do with it after they
but they returned immediately decided it was their house, so
to their seclusion once the the teacher suggested using
fire was out. , equipment from the doll corner
to encourage dramatic play.

The variplay was used by - These children motor encoded
two children to reprcsent a a variety of cooking tasks,
house. The teacher suggested . but they still needed real

bringing kitchen equipment from
the doll corner for cooking;

objects to aid thew 1n their
play. (Relational classification
the children thought this was concepts were encouraged through
a great idea and immediatcly sclecting objects which belong
became involved in cooking. ~4n a house,)

2:15-2:30 Cleanup 2:15-2:30 Cleanup '

. Children cleancd up as Classification and
usual, , seriation concepts were re-
inforced during this time.

S
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EXPERIENCE

May 3

2:30-3:15 Juice and Small Group

Time

The children had juice and
cookies as usual,

After julce, the children
performed various motions ~q
+ ddrected by the teachers;' u.g.,
put their arms up and dovn and
their hands under the table.

Before leaving the table,
the children were told to do
three things: first, throw
their cups avay; next, sit back
down on thair chalrs; then
raise thelr.hands. When they
had done this, they were asked
to recall verbally the sequonca
of actions.

3113 Disnissal '

Ae usual,

May 8
12:43-1:13 Arrival

Three children brought

hollow blocks to the quiet aras.

They made a "diffearent" house;
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COMMENTARY

May 3

2030-3:15 Juice and Small Group
Time

Spatilal concepts were
reinforced through motoric
actions, This was a review
in which the children did very
well.,

‘The childreh were given a '
sequence of vei.bal commands to
follow before leaving the
table. The tuachers told their
groups what to do and then
watched to see whether the
children could perform the
actions in the correct scquence.

" None of the children had

difficuity with this temporal
task., All children could
tell what they were goning

to do before they did {t, and
all could recall afterwards
whut they had done. This
activity combined spatial

and temporal ralations, and

it was encouraging to see that
the children could perforin such
a conplex task so well, both
motorically and vorbally.

3113 Disminsal

May 8

12:45-1:15 Arrival

The children called their
house '"different" because 1t
was '"like two houses with one
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EXPERIENCE

May 8

it looked like two houses side
‘by side, but with the same roof.
One child played the role of
"daddy," while the other two
children were "babies."

" * " s ey . »
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1{15-2:00 Planning Time

wicy e s w

We talked about today
being the first day of the week,
and about not going to school
yesterday. Some children told
about things they did yester-
day when they were not in '
school.

The teacher selected an-
other fruit, a cherry, to draw
on the easel. The children
told her how to draw the cherry..
its sizec, shape, and color.

The teacher told the
children that today would be
different because everyone
would be involved in the same
activity during Work Time.
She told everyone to go
to the art area.

2:00-~3:15 Work Time

The teacher prescnted a
"mystery bag" to the group
which contained real fruits,

1:15-2:00 Planning Time

COMMENTARY

May 8

“roof" (classification attributes).

1t looked very much like the
project housing from which these
children come. Each child was
capable of assuming a role and
carrying out the responsibilities
and actions associated with

that role; i.e., he was capadle

»0f putting himself in another's

place.

Temporal concepts of
present and past time were
reinforced during the dis~
cussion.

Descriptive classification
concepts were reinforced in the
drawing activity. More child-
ren werce participating verbally
in this activity, which was
one of the rcasons for pre-
senting it.

S8ince the teacher had a
spacial activity for all the
children, there were no indi-
vidual plans for Work Time
today.

2:00-3:15 Work Time

The purpose of the mystery
bag was to reinforce the child-
ren's knowledge of object

s imnlme e o« g B
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May 8

the varieties determined by

. the ones the children had

dravn at the easel during the'
past few days. Each child was
given a turn to put his hand
into the bag to try to identify
the particular fruits. (The
children were told that the
'bag contained fruits.) The
teacher took one fruit at a “
" time ‘out of the bag, cut it

and gave each child a plece

to taste. After tasting each
fruit and identifying it, the
children were asked to close
their eyes, taste a plece of
fruit given to them, and then
tell what it was.

‘the teacher then gave each
child the real fruit that was
his own symbol. The children put
the fruit into a large howl, and
each child had a dish of fruit
salad after the fruit had been
cut up and mixed.

3115-3:30 Circle Time

‘he children went out-
side for a brief period before
being dismissed. They rolled
up and down the hill and ran to
and from the teacher.

3:30 Dismissal

As usual.

COMMENTARY

May 8

congstancy. The children under-
gtood that they could identify
the unseen fruits in the bag

by touching them, and they
were able to do this.

he teacher pointed out
that all of the objects were

.. fruit but that each fruit looked
., and tasted different from the

others; when they werc put
together in a fruit salad,
they were all the same (all

fruit), but each was a parti-

cular kind of fruit -- an
apple, pear, cherry (classifi-
cation).

The children did well
with these activities and
enjoyed them.

3:15-~3:30 Circle Time

Spatial concepts of
direction wore reinforced
through motoric exporience,
the teachers providing the
verbal stim:ulus and the child-
ren responding with the
appropriate actions.

3:30 Dismissal

- 206 -

A

—— o O T e



' EXPERIENCE ( ' - COMMENTARY

| May 10 ’ May 10

12:45-1:00 Arrival 12:45-1:00 Arrival

e Thc children brought . ne " Classification concepts
balloons to school today. ‘the vere emphasized in the dis-
teacher talked about simi- cussion and grouping of the
larities and differences be- balloons. .
tween the balloons, emphasizing o
size, shape and color. The Snme children were able
children grouped them according to tell why the balloons got

_ to color and size. ) bigger when the teacher blew

¢
aaaaaa € r * . 9 3 .y LR T

them up, which indicated a
good understanding of cause
und cffect.
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1:00-1:45 Planning Ti 1:00-;:&5 Planning_Time
The teacher talkcd about The purpose of discussing
who was present today and who who was at school and who was
was not present. The children not was to develop and rein-
werc encouraged to talk about force avareness of others
- gach other in terms of their (spatial reciations) and to
symbols rather then their names. ' elicit verbal responses through
. using not statements. Having
One of the teachars the children talk about each
demonstrated the activity for other in terms of symbols
Work 'I'ime in the art area. - . rather than namcs is & means of
The children would make cards, éhowing that there is nothing
and on the front of the cards ' sacred shout a label; an
they would make flowers from objact or a person remaine
- pleces of construction paper the same rogardless of what
which had bacn cut into label is attached to 1it,
l various shapes. The teacher
demonstrated how the shapes The main goal in demonstra-
could be put togather " ting the art activity beforchand
to make a picture of a flower. wvas reinforcement of relations
| concepts of position and part/
. The children selectead the wholo. In order to put the
areas in which they would be- cutout shapes togother to make
I gin work. a flower, the children must
have & good understanding of
‘ these concepts. ' .
l . That the tcacher demonstrated
the next activity served to
1 reinforce this temporal concept.
[ 4
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EXPERTENCE

May 10
1:45-2:45 Work Time

The children in the art
avea had no difficulty
placing the flower and

leaves in the correct pousitions,
but everyone nceded assistance

from the teacher in placing
the stem on the flower.

" Some children pasted their
flowers in such a manner that
there was no room for a stem.

The activity.in the large

motor area was 'playing house.”
The large hollow blocks were
used for making the house.
Equipment from various arcas in

the room were brought to the
block structure to be uded in
the house. All children took
the roles of members of a
family, except for ona child
who chose at first to be the
father but did not know what
to do. (This child had no
mother or father in his owa
home.)

2145-3:00 Cleanup

A1}l childron helped
as usual. Most of the children
were sble to verbalize what
they were going to do. For
instance, one child said that
all the blocks belong in one
area and thon proceedad to
order them according to
size. '
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May 10
1:45=2:45 Work Time

The emphasis duri » the
art activity was on conc.pts
of pouition at the asymbol
level of representation. There
was much confusion concerning
the placement of the stem.
The teachers felt that this
confusion wnas to a great extent
due to the previous work with
fruits; 1i.e., the stem of the
fruit i{s usually found on the.
top of the fruit, whercas the
stemn of a flower is found on
the bottom of the flower.

The children in the large
motor area warce engaged in
complex sociodramatic play.
Even though the teacher tried
to clarify the rola of "daddy"
for the child who did not know
what to do, the child's con-
fidence had been shattaered and
he simply wanted to ba left
alone. The teacher intervenad
in the play at timas to help
the children sustain their
interaction. \

2:45-3:00 Cleanu '

Claenification concopte
concarning the generic class of
blocks and eeriation of blocks,
bigger blocke, and biggeat
blocks ware roinforcod. The
teachers encouraged and
emphasized verbal responsas trqm
the children.
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EXPERIENCE

May 10
. 3100~-3:30 Juice and Group Time

As the cookies, cups and
napkins were being passed out,
the children first counted the
number of children and then
related the number of children
to the number of items needed.

o

3130 Dismissal

COMMENTARY

May 10

3:00-3:30 Juice and Groug Time

Scriation concepta of
numbers were emphasized
using real objects.

The children used one-to-
one correspondance to deter-
mine how many cookies, cupo,

“- and napkins were needed,.

3:30 Dismissal

" The departure activlty-
today was designed to review

“ """ < 'When the children finish-
ed their juice and cookies, the
teacher began deacribing child-

ren's symbols according to
shape, color, and size. When
8 child recognized that it was

his symbol the teacher was des-

cribing, he went to his
locker and prepared to go home.
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and reinforce descriptive
classification concepts, This
wvas.done on a high level of
representation; the children
had to correlate the teacher's
description with their own
perception of their symbols.
This activity also helped the
children internalize impulse
control, since each child had
to wait until his symhol was
described before he could go
to his locker.

\



